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ABSTRACT 
 Using data from the National Center for Education Statistics Educational Longitudinal 
Study of 2002 (ELS:2002), a nationally representative and longitudinal survey, this dissertation 
investigated the impact of the college experience on the post-graduation outcome of job 
satisfaction as graduates enter the workforce. Through the lens of the Social Cognitive Model of 
Career Self-Management and Utility Theory, this study identified demographic, college, and 
workplace factors that relate to job satisfaction. The synthesis of these factors was the basis for a 
comprehensive model of job satisfaction for college graduates. Controlling for the background 
and workplace environment of graduates, the proposed model with academic, experiential, and 
financial factors related to the college experience, was tested in a hierarchical multiple 
regression. 
 Results of this quantitative analysis suggest that increased satisfaction is associated with 
certain high-impact activities, such as research with faculty outside of course or program 
requirements. An increased frequency of participation in extracurricular or intramural activities 
also promoted satisfaction. Differences by institutional selectivity, college academic 
achievement, major, and job–major match are also discussed. These findings lend support to 
theory suggesting that the college experience matters to the career outcomes of graduates. 
Implications for policy, practice, and research are discussed in hopes of drawing attention for the 
need for postsecondary institutions to increase their emphasis on college student career 
development as a measure of institutional effectiveness and student success. 
 
Keywords: job satisfaction, college experience, career development, college or university 
students, college graduates, labor market outcomes, postsecondary education 
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CHAPTER I 
INTRODUCTION 
 
Postsecondary degree attainment has shifted from being an opportunity for the elite and 
most talented in society (Trow, 1999) to a nearly universal state where most high school 
graduates in the United States attend college. For example, the proportion of students who 
completed high school and subsequently enrolled in a postsecondary institution has grown from 
45.1% in 1960 to 69.2% in 2015 (National Center for Education Statistics [NCES], 2016a). Calls 
for an educated and civilly engaged citizenry that is competitive in the global economy are not 
new (Snyder, 1993); however, they are ever-present with entities such as the Lumina Foundation 
(2017) focused on the goal of growing the percentage of individuals with postsecondary 
credentials to 60% by 2025. The necessity for growth in this area is based, at least in part, on the 
shifting labor market demands (Bureau of Labor Statistics, 2016) and has been supported in 
national political discourse (Field, 2009). It is not surprising that one of the primary reasons for 
choosing to invest in a specific postsecondary program is the associated improved career and 
occupational outcomes (Roksa & Levey, 2010). While not in ubiquitous agreement, researchers 
(Oreopoulos & Petronijevic, 2013) and media outlets (Cohen, 2016) suggest that, on average, 
there is a positive return on investment societally and individually for postsecondary degree 
attainment, particularly when college-educated workers are compared with employees who 
completed high school with no college attendance. 
Higher education in the United States exists as a public benefit as colleges and 
universities have long responded to societal and economic needs (Labaree, 1997). Assuming the 
public mission of higher education in the United States, stakeholders internal and external to 
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postsecondary institutions expect that investment in the production of degrees yields both 
monetary and nonmonetary benefits (Conner & Rabovsky, 2011). Given the employment gap 
between young adults with a bachelor’s degree who were employed at 89%, and their high 
school educated peers who were employed at 67% in 2015 (National Center for Education 
Statistics, 2016b), labor market participation is positively correlated with increased educational 
attainment (Brundage, 2017). Additional outcomes commonly identified as benefits of higher 
education include increased earnings, societal benefits such as lower poverty and increased 
health, and increased job satisfaction (Liu, Thomas, & Zhang, 2010; Pascarella & Terenzini, 
2005). Scholars have celebrated the responsiveness of higher education institutions in the United 
States in terms of their ability to meet the needs of society and the marketplace (Johnstone, 2003; 
Labaree, 1997; Veysey, 1970). However, there is ongoing discussion on the extent to which 
colleges and universities fulfill the expectations of a workforce that is becoming ever more 
educated and diverse (Conner & Rabovsky, 2011). 
While higher education serves a public benefit by meeting the needs of the global 
workforce, the perception that it also serves students and their careers individually exists, an 
assertion grounded on what the signal of a degree means to degree-seekers, graduates, and 
employers (Oreopoulos & Petronijevic, 2013). Of students who entered four-year institutions in 
2014, Rothwell and Kulkarni (2015) reported that for 86%, their decision to go to college was 
highly influenced by their intent to get a better job. According to the freshman survey completed 
by the Higher Education Research Institute, this number has ranged from 70 to 75% from its first 
measurement in 1971 until reaching the current level in 2009 following a period of economic 
recession (Eagan et al., 2016). However, although the majority of graduates based initial 
enrollment decisions on their goals to improve career outcomes, growing numbers of college 
3 
graduates report that the monetary cost of a college education has not been worth any subsequent 
benefit on their work life and well-being after college, despite how great the overall collegiate 
experience may have been (Gallup-Purdue, 2015). 
Increasing access to higher education has required colleges and universities to meet the 
demands of increasing accountability. Kelchen (2018) noted that public perception that college 
students are not learning enough or graduating at high enough rates has led, at least in part, to 
calls for increased accountability. In facing criticism for perceived financial waste and 
inefficiency, colleges and universities most often concern themselves with “short-term metrics 
such as the number of degrees or certificates awarded, completion and retention rates, or initial 
labor market outcomes” (p. 15), which do not necessarily align with the long-range outcomes of 
college, inclusive of job satisfaction (Kelchen, 2018). Given the public and private benefits of 
higher education, postsecondary institutions are often called to demonstrate that their graduates 
have attained the competencies that are necessary for workforce success. Research indicates that 
on average, time and financial investments are worthwhile as the benefits of a college education 
are greater than the potential effects of debt burden (Choi, 2014). This viewpoint seems at odds 
with a Gallup-Purdue study (2015), which found that just half of college graduates strongly 
agreed that their education added value to their career and was worth the cost. While there is an 
increasing interest in measuring the outcomes of recent graduates, Kim, Kim, Jaquette, and 
Bastedo (2014) argued that research has not fully attended to the full range of employment 
outcomes, including job satisfaction. 
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Why Job Satisfaction? 
It is essential to move accountability conversations past a singular focus on the monetary 
benefits of college attendance. Mass media often incorrectly portray job satisfaction as a binary 
variable measuring employees as either entirely satisfied or dissatisfied, which results in findings 
that less than 50% of U.S. workers are satisfied at work (Weber, 2016). However, job 
satisfaction is a composite of multiple measures including, but not limited to, satisfaction with 
job stability, satisfaction with workplace rewards, and satisfaction with conditions at work (Vila 
& García-Mora, 2005). Individuals place more or less weight on separate job satisfaction 
measures depending on their values. While it is important to consider the monetary earnings of 
those who attended college and the loan repayment rates of college graduates as outcomes 
measures (U.S. Department of Education, 2015), it is also important for institutions to offer 
students a transformative learning experience that allows graduates to succeed in a career that is 
personally meaningful and satisfying. Job satisfaction research is one of the more comprehensive 
sources of information on the state of economic, social, and personal benefits of postsecondary 
education (Kim et al., 2014). This research found that while earnings can influence satisfaction, 
job satisfaction itself affects career mobility, performance on the job, and overall life satisfaction. 
Measuring job satisfaction as a postsecondary outcome allows stakeholders to determine 
how graduates have performed in the labor market both affectively and behaviorally (Lent, 
2008). Employers benefit from increased satisfaction at work as it corresponds to behavioral 
outcomes including increased job performance and prosocial behaviors, which are key to 
organizational functioning in aggregate form, but often not rewarded at the individual level 
(Ilies, Spitzmuller, Fulmer, & Johnson, 2009). The foundations of these behaviors are the 
thoughts and feelings employees have about their work, workplace, and employer. Other factors 
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related to job satisfaction, which may not directly result from observable behavior, include the 
emotional well-being, life satisfaction, and work-life balance of employees (Lent, 2008). While 
there are a number of situational and environmental factors related to the affective and 
behavioral manifestation of job satisfaction, Lent (2008) indicated that reliable measures of the 
construct exist. 
Due to the positive association between job satisfaction and valuable workplace 
behaviors, employers want to attract graduates that will be satisfied with their work when they 
accept a job. Some employers assert that they are unable to locate and hire recent graduates 
because they lack the skills and demeanor essential for success in an increasingly complex 
workforce (Kim & Bastedo, 2016). Employers may be apprehensive about hiring recent college 
graduates because, as Barnett (2012) reported, those with gaps in exposure to experiences and 
understanding of the world of work face negative consequences that lead to lower job 
satisfaction and less job persistence. The resultant effects of an ineffective employee assimilation 
process at job start adds to higher turnover rates (Lee & Sabharwal, 2016), loss of productivity, 
and personal and organizational costs (Barnett, 2012).  
 
Problem Statement 
A number of factors related to the collegiate experience can influence job satisfaction. 
The current body of literature differentiates job satisfaction from the variables most commonly 
associated with it. While job satisfaction shows a positive association with earnings on average, 
this relationship is complex and warrants further investigation into the interaction effects salary 
has with other variables (Liu et al., 2010). Another example is the relationship between 
institutional selectivity and job satisfaction. Kim et al. (2014) found that the effect of 
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postsecondary selectivity on job satisfaction has dwindled over the years, a surprising paradox 
when selectivity is positively associated with higher earning potential in the labor market (Brand 
& Halaby, 2006; Dale & Krueger, 2014; Thomas & Zhang, 2005). Graduates of highly selective 
institutions often have higher expectations and greater debt burdens, which may counteract any 
remaining positive effects that attending a highly selective institution has on job satisfaction 
(Kim et al., 2014). Additionally, while obtaining a job closely related to college major is an 
important indicator of workplace satisfaction, nearly half of recent graduates report attaining a 
job that is unrelated to their college major due to a lack of demand in the marketplace for their 
chosen field (Career Builder, 2013). Methodological gaps in the literature merit further 
investigation into how demographic variables such as gender (Lee & Sabharwal, 2016), 
race/ethnicity (Kim et al., 2014), life satisfaction (Rode, 2004), and the aforementioned variables 
affect job satisfaction among the educated workforce. 
On average, higher educational attainment relates to higher job satisfaction (Vila & 
García-Mora, 2005) with college-educated employees reporting higher levels of job satisfaction 
than their high-school-educated peers. Of those surveyed in a 2008 investigation by The College 
Board, 58% of bachelor’s degree recipients reported being very satisfied with their jobs, which 
contrasts with 50% of high school graduates and 40% of those without a high school diploma. 
However, employees with a bachelor’s credential did not benefit from additional job satisfaction 
when compared to employees who had some college or an associate degree. Is there something 
so powerful about the collegiate experience that just some exposure to the postsecondary 
environment can impact subsequent job satisfaction? Or is the job satisfaction differential 
between those who access higher education and those who do not attributable to personal and 
contextual characteristics? The questions that arise from the lack of information surrounding the 
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pathways to job satisfaction among the educated workforce are similar to other metrics of student 
success in their infancy (Kuh, Kinzie, Schuh, & Whitt, 2011).  
In spite of the advantages anticipated by college completion, post-graduation labor 
market success is not a guarantee. Still, growing numbers of students and their families turn to 
higher education as the fast track to a successful career and satisfying life. By the end of the 
2014 academic year, colleges and universities had conferred 1.87 million baccalaureate degrees, 
a number expected to exceed 1.9 million in 2017 (National Center for Education Statistics, 
2016a). The proportion of educated employees among the total workforce has increased over the 
past two decades (Brundage, 2017). According to this inquiry, the percentage of workers in the 
United States with at least a bachelor’s degree increased from 26.5% in 1992 to 38.9% in 2016. 
While multiple pathways to job satisfaction exist, what graduates participate in throughout their 
collegiate experience may affect students beyond the campus and into the workplace. However, 
research has done little to reveal the specific collegiate experiences related to aiding the 
experiences of recent graduates as they search for, attain, and maintain satisfying jobs. Given 
this, a deeper look at expected labor market returns and the value added by the degree in terms of 
post-graduation employment quality is needed (Rothwell & Kulkarni, 2015). 
 
Theoretical Orientation 
This study investigated the effect of the college experience on the short-term post-
graduation job satisfaction of recent college graduates. The Social Cognitive Model of Career 
Self-Management explains the factors that relate to the formation of job satisfaction. A review of 
the development of job satisfaction theories is presented in Chapter II. This review led to the use 
of the Social Cognitive Model of Career Self-Management (CSM; Lent & Brown, 2013) as the 
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theoretical framework for this study. Lent and Brown (2013) proposed the Social Cognitive 
Model of Career Self-Management that extends Social Cognitive Career Theory (SCCT; Lent, 
Brown, & Hackett, 1994) and is applicable to the career development of college students. The 
Social Cognitive Model of Career Self-Management explains how the interplay of multiple 
factors relates to the development of job satisfaction. Students can benefit from out-of-the- 
classroom experiences, by watching others, and participating in hands-on activities that 
challenge them to think, plan, and execute. This theory encourages students to self-manage by 
focusing on the adjustments to behaviors that influence career development, including career 
exploration, decision-making, job searching, and identity management. This concept is discussed 
in more detail in Chapter II. 
The Social Cognitive Model of Career Self-Management (CSM; Lent & Brown, 2013) 
and SCCT (Lent et al., 1994) developed from Bandura’s Social Cognitive Theory (SCT; 1986, 
1997). Central to SCT (1986) and its applications to career theory (CSM; Lent & Brown, 2013; 
SCCT, Lent et al., 1994) is the concept of self-efficacy. Self-efficacy is defined as people’s 
beliefs in their ability to perform a given task in the future, regardless of their current ability. 
Self-efficacy contributes to job satisfaction when employees utilize their strengths at work and 
have their expectations met. The Social Cognitive Model of Career Self-Management extends 
SCCT in its consideration of the context and process of career development, including self-
efficacy and job satisfaction, across the lifespan. College students’ self-efficacy guides the types 
of activities that they participate in and whether they feel positively, neutral, or negatively about 
the outcomes. There are inherent intricacies influencing job satisfaction throughout the multiple 
pathways that students take in their journey from an academic to professional career, inclusive of 
how they got to, pass through, and the route they take after college (Giani, 2015). 
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College debt is an ever-present part of the college experience. Recent estimates conclude 
that the total amount of outstanding federal and private loans has grown to $1.38 trillion (Federal 
Reserve Bank of New York, 2018) with over 43 million individuals (Brown, Haughwout, Lee, 
Scally, & van der Klaauw, 2015) borrowing an average of $17,000 (median) to $32, 731 (mean) 
in student loans (Federal Reserve Board, 2017). However, there is little research on or theoretical 
development about the impact that student loan debt has on job satisfaction. To support the 
additional consideration of financial variables in this study, Utility Theory is reviewed in Chapter 
II. Utility Theory (Page, 1968) suggests that when students take on more debt, this limits their 
employment choices as a graduate since they will need a job with a high enough salary to 
support living expenses and student loan payments. The effect of a narrowed job search forces 
some graduates with high debt to seek high paying jobs rather than their ideal, or dream job. 
Even high-salary jobs, if undesirable to a recent graduate, can lead to decreased job satisfaction 
due to the restricted choices upon workforce entry. Utility Theory (Page, 1968) explains how 
debt may impact decision-making about choosing, getting, and keeping a job and subsequent 
satisfaction.  
 
Overview of Study 
 It is necessary to investigate the academic, experiential, and financial aspects of the 
collegiate experience as they relate to job satisfaction. Expectations related to the world of work 
among recent college graduates and the extent to which they are satisfied with their job are 
associated with overall life satisfaction, academic and demographic characteristics, what a 
student studies, and student involvement and engagement (Bender & Heywood, 2006; Gallup-
Purdue, 2014; Kim et al., 2014). Evidence also suggests college debt can decrease job 
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satisfaction (Lee & Sabharwal, 2016). Therefore, it is important to consider monetary and 
nonmonetary factors that contribute to the job satisfaction of recent graduates across 
demographic groups, values, abilities, and employment factors (Pascarella & Terenzini, 2005). 
The purpose of this dissertation is to address the overarching question raised by this introduction: 
Does the college experience matter to graduates’ job satisfaction? A comprehensive model of job 
satisfaction was developed and assessed to estimate the effect of demographic factors, college 
experience factors, and factors related to the work environment on short-term post-graduation 
job satisfaction. 
 
 This study was guided by the following research questions:  
Q1. How do college graduates vary on their reports of job satisfaction at work? 
Q2. Controlling for all other factors in the model, does the collegiate experience, 
including academic, experiential, and financial experience, contribute to recent 
graduates’ job satisfaction? If yes, how? 
 
Significance of Study 
Understanding the broad spectrum of labor market outcomes of recent graduates is 
important for multiple reasons and significant to students, institutions, and employers. According 
to research, both the personal (Kim et al., 2014) and public (Pascarella & Terenzini, 2005) 
benefits of higher degree attainment may be enhanced by tailoring institutional policies to meet 
the needs of a satisfied workforce. Job satisfaction inquiry can fill gaps in knowledge as part of 
larger discussions on higher education accountability and college outcomes. Federal funding for 
higher education exceeded $75.6 billion in 2013 (Pew Charitable Trusts, 2015), with much of 
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this funding tied to the reporting, but not necessarily the actual outcomes, of key performance 
indicators such as retention and graduation rates (Higher Education Act, 1965). While 
researchers and policymakers collect and disseminate data on the employment and earnings of 
college graduates (U.S. Department of Education, 2015), they do not capture the complexity of 
institutional quality. According to the U.S. Department of Education, quality in this context 
refers to “the degree to which education services increase the likelihood of desired outcomes” 
(2015, p. 8). Expectations about what a college or university should offer varies for each student, 
which underscores the importance of multiple institutional performance measures.  
Students need more information about what colleges and universities are doing to 
promote the job satisfaction of graduates. Students enter college with existing self-efficacy, 
various abilities, interests, values, and other demographic characteristics. The first research 
question of this study can answer an inquiry for prospective and current students: “What is the 
level of job satisfaction for people like me?” Job opportunities available to students with a 
postsecondary degree are more numerous and offer a higher salary than those requiring a high 
school diploma. Having more choice and earning potential increases recent graduates’ 
expectations about labor market returns, which can impact satisfaction. To ensure preparation for 
a satisfying career, college students benefit from defining their interests and values to choose a 
major (Super, 1990) that matches their priorities. Prior to entering the workforce, students also 
need information on the labor market outlook for jobs associated with their chosen major and the 
skills and experiences employers value for each job. The second research question of this study 
can address the link between certain college experiences and job satisfaction as part of the 
conversation related to college career development. Combined, this study was designed to 
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provide valuable information that will assist the decision-making process for young adults 
deciding where to study and what to study. 
College and university leaders are stakeholders that benefit from a satisfied and educated 
workforce based on the success of the students they serve and the employers that are looking to 
hire college graduates. From an institutional perspective, this study aimed to highlight how 
students vary in their academic and personal characteristics related to job satisfaction. Whether 
directly or indirectly, these factors influence how individual students interact with and benefit 
from challenges or opportunities inherent in collegiate and workplace environments. Institutional 
leaders and researchers can use the proposed model or tailor it to include specific career 
development programs and experiences. Combined with measures of job satisfaction from a 
survey of recent graduates, colleges and universities can use data to inform student college 
choice and to encourage students to engage with the campus community as part of their career 
development. This line of inquiry posits that what matters most for postsecondary students today 
is not where they attended school, but more specifically, what experiences they had that allowed 
them to engage in meaningful career exploration, choice, and implementation. This addresses a 
gap in the quantitative literature with student-level data, which could potentially reveal what 
colleges can do for their students today that may impact the later vocational outcomes of their 
graduates. 
 
Summary 
This chapter provided an introduction and overview of the relationship between the 
collegiate experience and job satisfaction, which highlighted the importance of further research 
to institutions, students, and employers. Job satisfaction may be associated with individual 
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student characteristics demographically and in the context of the work environment they enter 
after college. However, students enter into and persist through college in different ways and 
evidence suggests that what happens in college is important to the development of job 
satisfaction. A central problem is that while this link has important implications for education 
policy and practice, research has not thoroughly explored or explained the phenomenon. 
Additional research addresses this gap with the hope that findings spread to current and 
prospective college students. This study aimed to explore the experiences of college students and 
factors such as institutional selectivity, high-impact practices, and debt incurred as they pertain 
to job satisfaction outcomes later in life. Focusing on inquiry into what colleges can do to 
promote student career development and subsequent job satisfaction will help stakeholders 
understand the mechanisms by which recent graduates work towards and attain meaningful 
work-life goals. 
 
Dissertation Organization 
 This dissertation tested a comprehensive model of job satisfaction. The model includes 
three dimensions inclusive of demographic factors, the college experience, and the workplace 
environment. Chapter I provided an introduction to job satisfaction and the problem related to 
understanding the impact that the college experience has on the job satisfaction of recent 
graduates. Chapter II provides a review of job satisfaction theory and research with an emphasis 
on the contribution of the college experience. Chapter III introduces the data source, sample, and 
analytic strategy used to address the research questions of this dissertation. Chapter IV includes 
more information on the data and sampling followed by all results from descriptive and 
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inferential analyses. Chapter V serves as a summary of findings, conclusion of the study, and 
implications for future research, policy, and practice.  
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CHAPTER II 
LITERATURE REVIEW 
 
This chapter introduces readers to the construct of job satisfaction, its use in 
psychological, organizational, and educational settings, and the literature on studies of job 
satisfaction. The first goal was to review theories from prior studies towards the establishment of 
a model to investigate the effect of college on post-graduation job satisfaction. Although a 
number of robust psychological and economic theories explain satisfaction, the Social Cognitive 
Model of Career Self-Management (CSM; Lent & Brown, 2013), an extension of Social 
Cognitive Career Theory (SCCT; Lent et al., 1994), rooted in Bandura’s Social Cognitive Theory 
(SCT; 1986) and Utility Theory (Page, 1968) best represent satisfaction for the purpose of this 
study. What follows is a literature review, organized by factors that current literature highlights 
as associated with job satisfaction. Demographic variables include experiences a student carries 
with them into the college environment. Experiential variables are those experiences that occur 
during respondents’ enrollment in a college or university. Variables related to the workplace 
include environmental factors that a graduate interacts with upon workforce entry when they 
reported their level of job satisfaction. Finally, discussion focuses on the conceptual framework 
used to investigate the development of college graduates’ job satisfaction. 
 
Definition of Job Satisfaction 
The foundational and widely received definition of job satisfaction is that of Locke who 
stated that job satisfaction is “a pleasurable or positive emotional state resulting from the 
appraisal of one’s job” (1976, p. 1300). Job satisfaction relates to an employee’s affective 
16 
response in comparing the outcomes that the employee expected or desired to result from their 
work with the outcomes that actually occurred (Rafferty & Griffin, 2009). A high level of 
satisfaction indicates a positive and pleasurable emotional response to one’s workplace (Fabbris 
& Martini, 2013). Job satisfaction is often measured from multiple perspectives, including an 
individual’s evaluation of employment quality, whether or not their basic needs are met at work, 
perceived value in the work they do, and opportunities for growth available to them (Green & 
Mostafa, 2012; Harter, Schmidt, & Hayes, 2002).  
Researchers in the field of psychology have widely researched job satisfaction for nearly 
a century, a body of literature becoming increasingly nuanced (Lent, 2008). However, 
satisfaction as an outcome of college has received less attention. Job satisfaction inquiry has 
branched out of the field of psychology into education through aspects such as career counseling, 
institutional prestige (Kim et al., 2014), and job–major match (Wolniak & Pascarella, 2005). 
Whenever possible, this study relied on studies related to the job satisfaction of college 
graduates. However, due to the relatively limited number of studies focused on the educated 
workforce, this review also includes studies of job satisfaction in general. Broadly, the factors 
most related to satisfaction include work values, overall outlook on life or life satisfaction, and 
demographic or environmental factors on the job (Fabbris & Martini, 2013; Pascarella & 
Terenzini, 2005; Rode, 2004). 
A positive level of satisfaction results from the accumulation of valued rewards as the 
outcomes of one’s work. Extrinsic rewards for graduates entering the workforce are relevant for 
those who value job prestige, a high starting salary, and preferred benefits (Pascarella & 
Terenzini, 2005). Benefits include monetary supplements to salary and nonmonetary aspects 
such as learning and promotion opportunities, distance of one’s job from home, safety of this 
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location, and perceived job stability (Fabbris & Martini, 2013). Intrinsic rewards are also 
motivating to most employees. Value placed on using skills that an individual feels interested in 
and competent to perform independently and feeling a sense that one is contributing to the 
organization as a whole further engenders satisfaction in the workplace (Rowe & Snizek, 1995; 
Tolbert & Moen, 1998). While this study measured job satisfaction without indication of 
intrinsic or extrinsic motivation, it is important to understand that there are multiple sources of 
and pathways to satisfaction. 
The relationship among job satisfaction, disposition, and overall life satisfaction has been 
the topic of numerous studies. It is a logical connection to suggest that work, as a dominant 
aspect of life, can bridge the concepts of job satisfaction and overall life satisfaction. Rafferty 
and Griffin (2009) synthesized research on the job–life connection by highlighting the 
importance of disposition in both constructs. Disposition relates to the general attitude or 
personality traits that an individual carries with him or her throughout all experiences. 
Individuals’ combinations of traits results in an average response in how they evaluate life events 
on the spectrum from good to bad. Employees with more positive evaluations in general can be 
described as “sociable, lively, and are often in a positive mood” while those with a greater 
number of negative evaluations on average are often “distressed, unhappy, and irritable” 
(Rafferty & Griffin, 2009, p. 206). Similar to the differences found in motivating values, affect 
and life satisfaction are important to the definition of job satisfaction but not to control variables 
in this study. 
Person–environment fit speaks to the extent to which employees’ expectations and 
individual characteristics match the environment that surrounds them. Theorists such as Strong 
(1955) and Holland (1959) realized the importance of person–environment fit, a framework that 
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supports exploration into the relationship between the match of employee expectations of the 
world of work, actual environmental outcomes, and subsequent job satisfaction. Rewards in the 
environmental context include the social climate at work, relationships with others, 
administrative policies that guide scheduling, workload, and comfort on the job (England, 2010; 
Fabbris & Martini, 2013). Fabbris and Martini explored the variability of job satisfaction based 
on changes in context and the interplay between the multiple factors associated with a sense of 
workplace desirability. Although research has explored whether individual experiences allow 
satisfaction to develop or vary within a day, day-to-day, or month-to-month, and so forth at the 
same job, research has largely established job satisfaction as a stable construct (Rafferty & 
Griffin, 2009). 
 
Theoretical Orientation 
A number of researchers have included job satisfaction in psychological and 
organizational theories to provide definition to the construct that concerns the attitude employees 
have towards their employment (Lent, 2008). The concept of job satisfaction has historically 
developed in two camps, which differ in their approach. In a review of the historical trends in job 
satisfaction literature, Lent (2008) suggested that vocational counseling scholars have focused 
more on person-centered aspects of job satisfaction whereas industrial–organizational research 
has concerned itself with job satisfaction outcomes important to employers such as productivity, 
performance, and turnover. As a result, theorists have identified multiple sources of job 
satisfaction through a number of theories, each providing a distinct lens through which to view 
the formation of employee satisfaction (Lent, 2008). 
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A number of theories exist to provide structure to the broad job satisfaction construct. 
Models for job satisfaction include those that consider personality or affective variables such as 
the models proposed by Holland (1997) and Super (1990). These theorists assumed that 
personality characteristics––the way one thinks, acts, and feels––influence an individual’s career 
choice and ability to perform successfully at a given occupation. While conflicting in the 
direction of the relationship they hypothesize, Valence Expectancy Theory (Lawler & Suttle, 
1973) and the Spillover and Compensation Hypothesis (Wilensky, 1960) also proposed a link 
between job satisfaction and overall life satisfaction. The former posited that life satisfaction 
influences job satisfaction, while the latter found that increased job satisfaction causes an 
increase in overall life satisfaction. While not the focal point of this study, these theories served 
as an important foundation for subsequent models of job satisfaction. 
As previously discussed, the concept of person–environment fit is one of the 
determinants of job satisfaction. Theories related to person–environment fit include Herzberg’s 
Two-Factor Motivator-Hygiene Theory (1968) and Hackman and Oldham’s Job Characteristics 
Model (1976), which asserted that an individual’s job satisfaction is a product of desirable 
conditions in the work environment. These theories posit that employees who find conditions 
that fulfill their values and interests find that their job satisfaction increases. While theories of 
person–environment fit address how one develops a sense of job satisfaction via matches in work 
characteristics and types of reinforcement, they also introduce a number of control variables, 
such as values that determine an individual’s environmental fit. As this study was primarily 
concerned with what colleges can do to impact job satisfaction among graduates, and values are 
less susceptible to change, these models are not sufficient for the focus of this study. 
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Social Cognitive Career Theory 
Social Cognitive Career Theory (SCCT) is a theory that supports inquiry into career 
development. Specifically, SCCT explained the formation of career-relevant interests, academic 
and career choice options (including the selection of one’s major), and performance and 
persistence in educational and professional pursuits (Lent et al., 1994). This theory is rooted in 
Bandura’s Social Cognitive Theory (1986, 1997), which set forth the understanding of an 
individual’s capacity as the product of personal, behavioral, and environmental factors. 
Bandura’s theory approaches employee well-being by focusing on individual emotions, thoughts, 
and motivations, behavioral skill building, or adapting the social experience an individual faces 
in the context of work. Researchers and practitioners have used Bandura’s foundational model 
for several years to understand career interest formation, choice making, and actions of students 
in the career development process. Lent et al. (1994) elaborated on Bandura’s assertions, placing 
additional emphasis on individual self-regulation and self-efficacy. This allows researchers to 
view employees as dynamic and able to alter their behaviors according to the environmental 
context in which they find themselves. This theory is applicable to the career development of 
college students and discusses how the collegiate experience contributes to satisfaction (Lent, 
Ezeofor, Morrison, Penn, & Ireland, 2016). 
 
Social Cognitive Model of Career Self-Management 
Lent and Brown (2013) proposed a Social Cognitive Model of Career Self-Management 
(CSM) that extends SCCT. This extension of SCCT focused on adaptive behaviors and processes 
rather than static covariates. As one of the most current and integrated models of career 
outcomes, inclusive of job satisfaction, and one that identifies college as a preliminary career 
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stage (Lent et al., 1994), SCCT and CSM serve as an ideal theoretical basis for this study. The 
notion of agency is foundational to both SCCT and CSM. As defined by Lent and Brown (2013), 
agency refers to an individual’s inclination to exert control over portions of their career 
preparation. While individuals may believe that they are in control, Lent and Brown explained 
that people often act in response to any number of internal and external factors. The interplay 
among person, environment, and behavior can influence the choices an individual makes 
throughout their career development. As a result, individuals must navigate the world of work in 
a way that best suits individual goal attainment. A graphic representation, adapted from Lent and 
Brown’s (2013, p. 562) model, can be seen in Figure 1. 
 
 
Figure 1. Adapted depiction of Social Cognitive Model of Career Self-Management. Adapted 
from “Social Cognitive Model of Career Self-Management: Toward a unifying view of adaptive 
career behavior across the life span,” by R. W. Lent & S. D. Brown, 2013, Journal of Counseling 
Psychology, 60(4), p. 562. Copyright 1993 by R. W. Lent, S. D. Brown, & G. Hackett. Reprinted 
with permission. 
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In the model, Lent and Brown (2013) set forth the constructs and pathways related to the 
formation of job satisfaction. Person inputs impact the type of learning experience a person has. 
Inputs include demographic variables (such as gender, race/ethnicity, and ability) and contextual 
affordances in one’s background, such as exposure to certain social and learning opportunities. 
The quality of learning experiences an individual encounters subsequently affects self-efficacy 
and outcome expectations. According to Bandura (1986), self-efficacy is an individual’s belief in 
his or her ability to perform a given task in the future, regardless of current ability. Self-efficacy, 
in turn, influences an individual’s confidence in realizing one’s capacity to perform a given task 
and control of physical, behavioral, environmental, and motivational resources to produce 
desired results (Lent et al., 1994). Self-efficacy relates to outcome expectations, which concerns 
the positive, neutral, or negative expectancies one has about social, material, or self-evaluative 
outcomes that result from one’s actions. Lent and Brown asserted that the combination of these 
concepts influence adaptive career behaviors, the ways in which individuals plan and enact 
growth educationally and occupationally. 
Self-efficacy. Self-efficacy is at the core of the Social Cognitive Model of Career Self-
Management due to the theorized direct and indirect relationships it has with outcomes (such as 
job satisfaction). Self-efficacy is important in career development because it positively or 
negatively contributes to an individual’s capabilities to navigate career exploration, job 
searching, and other skills necessary for securing desirable employment (Lent & Brown, 2013). 
Related to this concept, self-rated abilities are beliefs that one can follow through with tasks and 
realize goals based on the interest and ability-aligned choices he or she makes (Brady-Amoon & 
Fuertes, 2011). These researchers show that self-efficacy and self-rated abilities are theoretically 
linked and together account for variance in adjustment in college and college academic 
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performance, even when controlling for past academic performance (Brady-Amoon & Fuertes, 
2011). These are important concepts related to job satisfaction because in addition to having an 
ability, it is necessary to harness one’s abilities especially through challenging situations (Lent, 
Brown, & Hackett, 2002). For example, a student may develop a high level of self-efficacy due 
to past praise for being academically successful. If this student valued taking advanced courses 
in high school and the prospect of attending a more selective institution, he or she would rate 
expectation and ability to do so higher than a student would with lower self-efficacy, even if they 
had the same ability.  
In the Social Cognitive Model of Career Self-Management, personality and contextual 
influences mediate self-efficacy and outcome expectations. Personality in itself is a complex 
construct with multiple definitions related to the qualities a person possesses that differentiate 
that person from others and alter one’s affect and self-efficacy (Lent & Brown, 2013). Typology 
theories that sort personality characteristics into clusters (types) were used to inform the 
definition used for the purpose of this study. For example, Holland’s work on person–
environment fit has been used in research on workplace outcomes. Holland’s theory of 
personality and work environment introduced the world to six work personality types: realistic, 
investigative, artistic, social, enterprising, and conventional (Holland, 1997). Assessment of 
these types with the Self-Directed Search results in a three-letter code used to characterize an 
individual’s work personality type. These codes also correspond to indices of jobs based on the 
work involved and the match to each personality type. Holland suggested that the closer this 
match is the higher satisfaction will be (Holland, 1997). 
Holland’s theory is not a standalone model of personality and job satisfaction. Another 
prevailing theory of personality is the five-factor model, which suggests that an employee’s 
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baseline personality on each of the five factors (neuroticism, extraversion, openness to 
experience, agreeableness, and conscientiousness) can predict how one interacts on the job and 
finds subsequent satisfaction (McCrae & Costa, 1999). Research has investigated multiple 
Holland code congruence indices, which Ishitani (2010) has reviewed, noting that empirical 
research on the impact of personality remains inconclusive. This is consistent with the review 
completed by Maggiori, Johnston, and Rossier (2016), who found weak indirect effects of 
personality on job satisfaction. The extent to which personality contributes to job satisfaction 
when controlling for other factors is difficult to standardize with each study offering various 
sampling, indices, and outcome measures (Ishitani, 2010).  
Conversely, support for contextual or environmental factors were well founded for 
inclusion in this study. According to Lent and Brown (2013), when the environment supports an 
individual via factors such as social supports, or financial support, and this individual does not 
encounter obstacles in the environment, he or she is more likely to harness supports to enact 
goals. Examples of support include social support systems and having the financial resources to 
accomplish what one sets out to do in college. According to this model, support also allows 
students to engage in adaptive behaviors that promote their career development. Adaptive career 
behaviors are actions like career planning, goal development, gaining experiences, and 
developing skills that are necessary for college students who are at an exploratory stage in their 
career. These contextual influences continue to affect a graduate in the workplace. Following 
goal pursuit and progress in college, real or perceived conditions in the work environment act as 
either resources that promote success and job satisfaction or, conversely, obstacles, which have a 
negative impact on work and satisfaction (Lent & Brown, 2013). 
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Utility Theory 
 Economic theories also explain job satisfaction in ways that complement prevailing 
psychological theories. Among these is Utility Theory, which assumes that individuals will be 
more satisfied with their ultimate decision when given a set of desirable choices. Utility itself is 
the happiness, satisfaction, or overall well-being that stems from the use of goods, the value of 
which depends on utility (Welsch & Ferreira, 2014). The assessment of outcomes resulting from 
one’s decisions to use (consume) a product (i.e., a college education) can be prospective or 
retrospective. Decision utility, the prospective view, correlates well with outcome expectations, 
and the valuation of the probability of outcomes actually happening in the face of supports and 
barriers as discussed in SCCT. In both models, the expectation of valued rewards motivates 
choosing a course of action (Lent et al., 1994; Welsch & Ferreira, 2014). Here, one could be 
satisfied with the decision, leading to a higher value placed on the product consumed, which 
builds the self-efficacy that promotes future actions towards the desired outcome. However, this 
does not necessitate that the ultimate experienced utility, or retrospective view, will result in the 
same positive valuation if an individual does not actually achieve the expected outcome. 
The expected value that a product has can be monetary or nonmonetary. Similarly, the 
expected outcomes of using a product can raise utility because monetary and/or nonmonetary 
outcomes are expected and valued. Examples of monetary rewards include employment, salary, 
and level of debt (Solis & Durband, 2015), while nonmonetary outcomes that are considered 
valuable include an environment that affords desired outcomes such as job security, 
independence, and work that matches one’s interests and qualification level (Vila & García-
Mora, 2005). Expectations involve the risk of not meeting one’s initial goals. Since investment 
requires some risk, it is a complex individual process to weigh the costs and benefits of each 
bundle of available products (Page, 1968). Moreover, available information influences 
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expectations and choice (Pope & Pope, 2014), which is an important consideration for college 
students in an exploratory phase of their career. Variables such as major selection during a time 
of inadequate labor market knowledge and subsequent debt may restrict choices and lead to a 
lower probability of attaining an ideal work situation, which subsequently leads to a decreased 
level of satisfaction. 
Of pertinence to this study was the application of utility to the collegiate environment 
wherein students invest in their education, expecting utility returns (Light & Strayer, 2000). This 
translates to college as a bundle of educational products sold to students who select which bundle 
(institution, offerings, program, available activities, etc.) they find superior to others based on 
their specific set of values. Students may value and expect any combination of monetary and 
nonmonetary returns at the prospective or retrospective level. Looking forward, students make 
investment decisions based on the prospect of future returns. After a graduate has made an 
educational investment and is employed, job satisfaction can be measured based on the extent to 
which anticipated returns matched actual returns. After making the investment, a framework of 
decision utility supports the assumption that satisfaction increases for individuals with a wide 
range of choices, such as more jobs opened by their college credential, or several job offers that 
match their interests due to past adaptive behaviors and experiences. Using a framework of 
experienced utility, greater job satisfaction may result from the finding that investment in higher 
education has yielded expected outcomes (e.g., job match, desired salary, or little to no debt). 
Combined, it is logical that a greater number of choices can afford individuals an increased 
probability of landing on their ideal choice of employment and thus a greater chance to achieve 
satisfaction. 
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Financial factors are important to students as they enter the workforce. Utility Theory 
adds to the Social Cognitive Model of Career Self-Management through the conceptualization of 
economic factors related to satisfaction. Among these is the relationship between debt, 
satisfaction (Brown, Taylor, & Price, 2005), and performance in college (Solis & Durband, 
2015). As students choose to take a job, any debt detracts from available income, particularly if 
the need to pay off debt motivated the choice to take a particular job (Fakunmoju & Kersting, 
2016). Both increases in debt and the restriction of choices subsequently detract from overall 
utility according to the theory. This is also empirically supported by findings that suggest that 
debt leads people to seek out employment that offers a higher salary (Luo & Mongey, 2016). 
Therefore, it is essential for institutions to consider the debt taken on by students as they pay for 
their education, which can negatively influence their overall satisfaction with their institution and 
career of choice (Kim et al., 2014). To address both research questions, student loan debt was 
included in the model of job satisfaction, as supported by Utility Theory.  
 
Studies on Job Satisfaction 
Reviewing the literature on job satisfaction established three distinct clusters of variables 
related to job satisfaction as an outcome variable: demographic factors, collegiate impact, and 
workplace environment. Presented first are the demographic factors of socioeconomic status, 
gender, and race/ethnicity. Student characteristics differ as they enter college, and the research 
presented offers insight into how individual factors may be associated with job satisfaction. The 
second group of factors relates to the experiences a student participates in while in school. The 
collegiate impact variables include level of education; institution selectivity; participation in 
high-impact activities, such as research with faculty, study abroad programs; participation in 
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community-based projects, internships, and capstone projects (Kuh, 2008), participation in 
extracurricular activities, college academic achievement, college major, and college debt. 
Inclusion of these variables relies on evidence from research on college students. Once graduated 
and on the job, expectations influence the path to satisfaction but also include factors related to 
the employer and employment setting. The third group of factors related to job satisfaction in the 
workplace environment includes education–job match, job–major match, salary, and workplace 
resources. Presented here is research that supports the theorized connection between contextual 
influences and satisfaction.  
 
Demographic Factors 
Generally, research indicates that demographic differences can influence the job 
satisfaction of college graduates (Fabbris & Martini, 2013). The exception may be 
socioeconomic status, the effect of which is said to diminish for post-graduation outcomes such 
as job satisfaction (Kim et al., 2014; Xu, 2013). Research has supported a continued focus on 
how gender and race/ethnicity relate to job satisfaction, in part due to human inclination for 
people to connect with others with whom they share comparable values or attitudes (Murphy & 
Collins, 2015). There is also some evidence that men and women respond to work environments 
differently. Some research results indicated men are more satisfied (Lee & Sabharwal, 2016), 
whereas others found women with higher satisfaction at work (Long, 2005). There has not been 
sufficient inquiry into the racial impact on job satisfaction according to Hersch and Xiao (2016), 
which supported the inclusion of race/ethnicity variables in the model of job satisfaction. 
Socioeconomic status. Socioeconomic status (SES) is a variable that combines parental 
education, family income, and familial occupational status. The effect of SES is widely studied, 
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and multiple examples can be found in education literature of the relationship SES has with 
college enrollment and the types of institutions students attend (Wolniak, Wells, Engberg, & 
Manly, 2016), with first generation and low-income college students facing substantial gaps in 
retention and graduation when compared to their higher SES peers (Engle & Tinto, 2008). One 
explanation for this is that decreased cultural capital leads students from lower SES backgrounds 
to work more, study less, and report lower levels of engagement and involvement on campus 
than their higher SES peers (Walpole, 2003). Socioeconomic status and resultant struggles with 
finances may influence a student’s ability to participate in certain adaptive behaviors such as 
taking an unpaid internship while balancing school, work, and childcare (Matus-Grossman & 
Gooden, 2002). Once in the labor market, graduates from low-SES backgrounds tend to earn less 
than peers from higher SES groups (Kim et al., 2014).  
What happens in college may affect students across the socioeconomic spectrum 
differently. While literature explained the indirect effect that SES has on job satisfaction, the 
direct impact that SES has on job satisfaction is not widely studied. It may be that while SES 
contributes to one’s academic career at earlier stages, most of the effect diminishes over time, 
particularly for those who earn a baccalaureate degree (Giani, 2015). However, since there are 
noted differences between socioeconomic groups in where students attend and what they do 
while in college, SES was included as an important control variable when examining the impact 
of college on job satisfaction.  
Gender. According to Lee and Sabharwal (2016), expectations related to the world of 
work may vary by field of employment. Of pertinence to the transition of college graduates to 
careers are findings that show small gaps at best in the overall satisfaction of female and male 
employees (Bönte & Krabel, 2014). Still, these differences have been the topic of a significant 
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number of job satisfaction studies (Sloane & Williams, 2000; Sousa-Poza & Sousa-Poza, 2003). 
Research has historically investigated the variance of job satisfaction between females and males 
based on the notion women and men have different job characteristics and work values (Zou, 
2015). Research has indicated that women endure persistent workplace discrimination, which has 
led to expected disadvantages on the job (Johnson & Mortimer, 2011). With respect to overall 
job satisfaction, this has resulted in the surprising finding that low levels of expectations have 
resulted in women having higher job satisfaction than their male counterparts (Russell, 
McGinnity, & Kingston, 2014).  
In terms of the differences of workplace values, Slone and Williams (2000) explained 
that females tend to value jobs that provide high earnings less than their male counterparts do. 
The findings of Bönte and Krabel (2014) supported this notion with their finding that females 
who placed less value on extrinsic rewards, like earnings, reported increased satisfaction when 
compared to men. Additionally, Crowley (2013) investigated the interaction between gender and 
types of workplace control, finding that the types of control afforded to women at work differ 
from those of men. In general, Crowley reported that females have less flexibility and variety at 
work and fewer chances to work on complex projects, which all negatively influence job 
satisfaction. Hodson (2004) also emphasized the importance of workplace autonomy as a factor 
related to job satisfaction and found that women evidence less satisfaction than their male 
counterparts do. Given the inconclusive and ongoing investigation of the role that gender plays 
as a predictor of job satisfaction, gender will be included as a control variable in this study. 
Race/ethnicity. While not a significant indicator alone, race/ethnicity differences can 
help explain some of the variation in employee job satisfaction when combined with college 
gains and occupational earnings (Liu et al., 2010). In fact, when these researchers accounted for 
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institutional selectivity and employment earnings, there were marked job satisfaction differences 
between minority graduates (non-White not-Asian) when compared to White graduates (2010). 
Overall, African American, Asian, and Hispanic graduates reported lower levels of job 
satisfaction when compared to their White peers (Kim et al., 2014). While controlling for other 
factors in a study of employees with at least a bachelor’s degree, Hersch and Xiao (2016) 
reported similar findings. In this study, African American employees were 10.4% less likely than 
White employees to report satisfaction at work. Similarly, Asian workers reported satisfaction at 
a rate 6.9% lower than their White counterparts (Hersch & Xiao, 2016).  
 
College Experience 
Baccalaureate degree holders have a minor advantage in their reports of being either 
moderately or very satisfied with their jobs, which averages at 93% compared to 89–90% of 
those with lower educational attainment (College Board, 2008). Although positive associations 
between institutional prestige and alumni earnings can be seen (Kim et al., 2014), the link 
between college selectivity and job satisfaction is complex. The impact of college on job 
satisfaction may depend on factors related to what a student does in college (Gallup-Purdue, 
2014; Kim & Bastedo, 2016), what they study (Fabbris & Martini, 2013; Hershbein, Harris, & 
Kearney, 2014), and how they perform academically (Arum & Roksa, 2014). Additionally, 
theoretical and empirical evidence exists to support investigation into the connection between 
student loan debt incurred while in college and subsequent job satisfaction (Kim et al., 2014). 
Level of education. While job satisfaction studies often rely on employee level of 
education as an independent variable (Kim & Bastedo, 2016; Lee & Sabharwal, 2016; Vila & 
García-Mora, 2005), the present body of literature lacks consensus on the direct impact that level 
32 
of education has on job satisfaction. Several studies report neutral findings. For example, 
Belfield and Harris (2002) found job satisfaction differences across levels of postsecondary 
credentialing to be insignificant while Fabbris and Martini (2013) found the difference in the 
level of job satisfaction to be indiscernible between baccalaureate and master’s degree holders. 
The work of Liu et al. (2010) exemplified another cluster of findings, showing the negative 
impact that increasing one’s level of education has on job satisfaction. This study found that 
satisfaction, particularly with monetary rewards, was lower for those who went on to attain a 
graduate degree compared to baccalaureate degree holders (Liu et al., 2010). Other studies have 
reported a positive relationship between the variables (Vila & García-Mora, 2005). These authors 
explained the mixed findings to be a result of inconsistencies in the control variables contained 
in models across studies (Vila & García-Mora, 2005). 
Institutional selectivity 
Recent evidence has suggested that the positive effect of institutional selectivity on job 
satisfaction has decreased over time (Kim et al., 2014). The longstanding ethos of higher 
education in the United States has rested on the notion that attending more selective institutions, 
particularly for historically underrepresented minorities, advances opportunities for graduates to 
attain higher levels of job prestige and job satisfaction (Bowen & Bok, 1998). Kim et al. (2014) 
explained that employers view institutional selectivity as a valuable signal of a potential 
employee’s ability on the job when past performance is unknown. However, graduates of 
selective institutions expect more rewards from the labor market due to their investment in a 
more costly and rigorous education (Kim et al., 2014). For example, graduates from selective 
institutions may expect a greater salary, more prestigious title, or work that closely aligns with 
their expertise and interest compared to peers who graduated from less selective institutions. As 
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a result, graduates from selective institutions may actually experience a decreased sense of job 
satisfaction overall due to more unmet expectations (Kim et al., 2014).  
Recent studies have extended the understanding of job satisfaction by controlling for 
college selectivity and earnings concurrently. Kim et al. (2014) explained that on average, 
greater selectivity contributes to jobs with higher prestige and salary, which positively affect 
extrinsic job satisfaction. However, their research showed that when controlling for income 
across three cohorts of students, the relationship between selectivity and satisfaction is 
insignificant for the two earlier cohorts and negative in the most recent cohort (Kim et al., 2014). 
The research by Liu et al. (2010) similarly found that wages increase with selectivity, and with 
higher wages comes greater overall job satisfaction; but once controlling for earnings, the effects 
of nonmonetary intrinsic rewards become more evident. The results of this analysis show that 
graduates from selective institutions are approximately 10% less satisfied with their pay, a 
monetary reward, and perceived challenge of their work, a nonmonetary reward (Liu et al., 
2010). Both researchers stated that graduating from elite institutions does not necessitate greater 
job satisfaction (Kim et al., 2014; Liu et al., 2010). 
 High-impact educational activities. Above other initiatives, high-impact educational 
activities have been shown to enhance engagement on campus, leading to improved student 
outcomes (Kuh, 2008). In the 2014 Gallup-Purdue Index Report, what mattered most to positive 
career outcomes were opportunities for supportive relationships, such as mentoring, 
opportunities to work directly with faculty, as well as experiential and deep learning activities. 
Students who had professors that cared for them, provided encouragement, and instilled a love of 
learning were found to be more likely to be engaged employees later in life. Moreover, those 
students who worked on projects for at least a semester or had a job or internship that allowed 
34 
them to practice what was learned in the classroom were also more likely to be satisfied and 
engaged at work than their peers who did not participate in such activities (Gallup-Purdue, 
2014). There is considerable literature that reinforces the Gallup-Purdue finding that it may not 
be which institutional factors, such as availability of internships, contributed to student success, 
so much as if students were engaged enough to take advantage of those opportunities (Gallup-
Purdue, 2014).  
While several examples of the positive effect of participation in high-impact educational 
activities exist, the literature has covered the relationship between participation in internships 
and job satisfaction thoroughly. Barnett (2012) noted that internships aid student transition to the 
workforce. For those students who are preparing for job entry immediately following graduation, 
gaining an in-depth knowledge of their intended field of entry increases job satisfaction 
(Wolniak & Pascarella, 2005). As such, Bartnett (2012) found that students who had exposure to 
a workplace prior to graduation, through the form of an internship, benefited greatly from 
learning about their new workplace environment. Mora, Garcia-Aracil, and Vila (2007) 
highlighted this occurrence and found that graduates who had positive experiences with their 
practical training were more satisfied when compared to their peers with less satisfactory 
experiences. Existing theory and the outlined literature indicated that student development during 
college may influence job satisfaction (Jiang & Zhang, 2012). However, more evidence is 
needed to determine a causal relationship between within-college experiences and job 
satisfaction (Wolniak & Pascarella, 2005). 
 Extracurricular activities. There are marked benefits when students participate in 
extracurricular activities on campus. It is important to consider these activities due to the indirect 
relationship between participation in extracurricular activities and job satisfaction. Participation 
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in extracurricular activities results in increased learning, persistence (Astin, 1984), and improved 
skills necessary for the world of work (Rubin, Bommer, & Baldwin, 2002), three factors that 
subsequently influence job satisfaction. While participation positively contributes to labor 
market outcomes, research on the topic remains relatively limited (Pascarella & Terenzini, 
2005). Significant findings between participation and satisfaction exist; however, a recent study 
by Kim and Bastedo (2016) highlighted the ambiguity in using participation in extracurricular 
activities as a predictor of job satisfaction. Using three cohorts of students, Kim and Bastedo 
found an insignificant relationship between participation and satisfaction in the earliest cohort, a 
positive relationship between the variables in a later cohort, and a negative relationship between 
the variables in the most recent cohort. While presenting mixed results, research on 
extracurricular activities is important to further understanding how student experiences in college 
contribute to job satisfaction. 
 College academic achievement. Academic achievement throughout college is important 
to satisfaction due to the interconnectedness between grade point average (GPA) and post-
college career outcomes. While research has not supported GPA as a significant predictor of job 
satisfaction alone, there is evidence of the indirect effects of GPA on job satisfaction. Research 
explains how GPA is positively related to job–major match (Xu, 2013), occupational status 
(Pascarella & Terenzini, 2005), and earnings (Kim et al., 2014), three variables that are 
significantly related to job satisfaction. As explained by Xu (2013), college students earn merit 
through academic success, which is a valuable signal to employers in lieu of signals such as 
selectivity or work experience (Hershbein, 2013). Employers can use GPA to estimate the 
quality of work graduates can put forth in the workplace. The value that corresponds with GPA 
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can afford high-achieving students a greater chance of meeting their monetary and nonmonetary 
expectations in the labor market.  
 College major. College major is significant in the context of job satisfaction for two 
distinct reasons. The first is earning variations between majors, discussed here, and second is 
job–major match discussed later a variable related to the collegiate environment. Fabbris and 
Martini (2013) found differences between majors related to the stability of job satisfaction over 
time. This study viewed the level of job satisfaction at job start (within 6 months) and after 3 
years of work within a particular field. Overall, when controlling for all other factors, graduates 
of some fields, such as engineering, law, economics, and psychology, exhibited less changes in 
satisfaction than employees working in agriculture, pharmacy, humanities, and statistical 
sciences (Fabbris & Martini, 2013). This could be due to the finding that choice in major does 
not just affect initial earnings, but also earnings growth over time. For example, engineering 
graduates in 2009 had an average initial salary of $50,000 and $20,000 growth over the first 5 
years of work. This contrasts with fine arts majors who started work with an average of $20,000 
per year but doubled to approximately $40,000 per year over a the course of 5 years (Hershbein 
et al., 2014). 
Large variations in income can be seen between college majors (Scott-Clayton, 2016), 
which mediate the relationship between college major and job satisfaction (Zhang, 2003). 
Research has indicated variances in earnings and resultant job satisfaction between students from 
different college majors. Xu (2013) noted differences between science, technology, engineering, 
and mathematics (STEM) and non-STEM majors related to job satisfaction, with STEM 
graduates reporting the highest levels of satisfaction overall (Kim et al., 2014). Zhang (2003) 
noted that those who majored in business, math, and social sciences experience higher earnings 
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and other benefits in the workforce when compared to education and history majors. Pascarella 
and Terenzini (2005) corroborated this finding and reported that obtaining a degree in the fields 
of social science, education, and humanities yields lower earnings, whereas the earnings for 
business, STEM, and health fields are higher on average. 
 College debt. While the literature offered limited insight into the direct relationship 
between debt and job satisfaction, a number of studies addressed the negative effects of student 
loan debt among college graduates broadly. On average, the labor market benefits graduates with 
a bachelor’s degree, even after controlling for student loan debt (Scott-Clayton, 2016). While 
attending institutions that are more selective may help students to gain employment with 
modestly higher earnings, the increased debt load that often corresponds to attending a more 
expensive institution reverses increases to job satisfaction that arise from selective institution 
attendance in general (Kim et al., 2014). Debt influences overall life satisfaction for recent 
workforce entrants (Brown et al., 2005) and negatively affects job satisfaction among college 
graduates (Kim et al., 2014). Higher levels of debt decrease job satisfaction across employment 
sectors (Lee & Sabharwal, 2016), demotivate debt-holders from pursuing graduate study (Choi, 
2014), and lead to decreased expectations of staying in one’s present job (Luo & Mongey, 2016). 
The majority of college graduates hold student loan debt; however, multiple factors affect 
debt burden and a graduate’s ability to repay loans based on present and anticipated earnings 
(Rothwell & Kulkarni, 2015). According to the Project on Student Debt, 68% of graduating 
seniors in 2015 had some form of loan debt incurred while financing their education. While the 
average debt load is over $30,000 per student, the magnitude of loan debt varies from student to 
student (The Institute for College Access and Success, 2016). Some of this variation exists by 
demographic factors related to earnings and job satisfaction. Students from low-SES 
38 
backgrounds are likely to take on more debt when financing a baccalaureate degree on average 
than their higher SES peers (Engle & Tinto, 2008). Moreover, student debt burden, defined as 
the ratio of monthly debt payments to gross monthly income (Chen & Wiederspan, 2014), is 
greatest for students from lower SES backgrounds, African American students, and students who 
attend for-profit institutions. 
 
Workplace Environment 
Once a graduate enters the labor market after college, a number of factors related to job 
satisfaction exist that are independent from the collegiate experience. Within-college factors may 
contribute to education–job and job–major match (Lee & Sabharwal, 2016; Xu, 2013). 
Alternatively, a mismatch between job and education level or program of study may occur by 
chance. Regardless of the cause, education–job match, working in a job that calls for the same 
educational credential that an employee in the position holds, and job–major match, having a job 
where duties align with what one studied in college, are both related to job satisfaction. What 
follows is an explanation of the relationship between salary and satisfaction. Additional variables 
related to job satisfaction include workplace resources such as on-the-job training, rank, and 
matching one’s values to the work a job calls for. When a job possesses positive conditions 
expected by the employee, theory indicates that job satisfaction increases. However, a number of 
negative conditions on the job may contribute to a decreased sense of job satisfaction (Lent & 
Brown, 2006). 
 Education–job match. Existing literature elaborates on the level of educational 
attainment and match between graduates’ level of skill and the job they accept (Lee & 
Sabharwal, 2016). Increasing one’s education is linked to the fulfillment of not only intrinsic and 
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extrinsic values but also altruistic and social values, meaning that a plethora of rewards are 
available upon higher degree attainment (Johnson & Elder, 2002). However, Mora et al. (2007) 
noted that increased education and experiences in advanced education are more likely to relate to 
job satisfaction later in a graduate’s career. While college graduates sometimes do have greater 
unmet needs initially due to a lack of availability of desired rewards found in the marketplace, on 
average, students who attain higher levels of education can anticipate rewards that coincide with 
their motivation and skill level (Johnson & Elder, 2002). 
Significant declines in job satisfaction have been found, particularly for employees who 
are overqualified in possessing more skills and education than their job requires (Clarke, 1996; 
Fine & Nevo, 2008; McGuinness & Sloane, 2011). Undereducated individuals who were less 
competent than the requirements of the job they attained reported higher levels of satisfaction, 
while those who have increased their level of education and qualifications for a job face a 
decreased sense of satisfaction in jobs that do not harness learned skills and competencies (Mora 
et al., 2007). According to Mora et al. (2007), acceptance of a job that does not meet a recent 
graduate’s expectations causes disappointment and resultant decreases in job satisfaction. 
However, this research also showed that attaining a better position than expected in terms of 
benefits and job resources mediates a lack of job match based on unmet qualifications, which 
may counteract the negative effect of education–job mismatch.  
 Job–major match. Existing literature examines student transition from college to chosen 
career paths by identifying the congruence between college graduates’ occupation and their 
undergraduate major. Xu (2013) suggested that graduates in occupations closely related to their 
college major have outcomes that are more favorable in the labor market, such as job 
satisfaction. Decades of research support this finding, indicating that match between college 
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major and occupation has been one of the strongest predictors of overall job satisfaction (Robst 
& VanGilder, 2016). Oppositely, obtaining a job unrelated to one’s major negatively affects job 
satisfaction due to an employee’s inability to apply learned skills to the job at hand (Green and 
Zhu, 2010). Kim et al. (2014) cited occupational congruence with college major as positively 
related to job satisfaction, even when controlling for the financial rewards associated with higher 
earning fields. However, Robst and VanGilder suggested that those majoring in a field with jobs 
that offer a higher salary such as economics and business might see gains in job satisfaction 
when working in fields unrelated to what they studied in college. These authors explained that 
some majors provide students with transferrable skills that they may use in a wide variety of jobs 
(Robst & VanGilder, 2016). Nonetheless, a graduate’s anticipation of using learned skills is the 
foundation of the relationship between major match and job satisfaction. 
 Salary. Research has established that the relationship between salary and job satisfaction 
is moderate, positive, and significant on average. The reviewed literature thus far has reinforced 
the importance of considering the nonmonetary factors that contribute to job satisfaction across 
demographic groups, values, abilities, and employer factors (Pascarella & Terenzini, 2005). 
However, in a society that relies on money to survive by paying for life’s necessities, people 
assume that a larger salary, and the corresponding capacity to have wants and needs met, closely 
relates to satisfaction (Parker & Brummel, 2016). Based on significant empirical findings, this 
assumption proves to be true. However, the relationship between salary and satisfaction is 
moderate at best (Judge, Piccolo, Podsakoff, Shaw, & Rich, 2010). This direction and magnitude 
of the relationship between pay and satisfaction holds true for college graduates. For example, 
Wolniak and Pascarella (2005) found that graduates working in fields related to higher earning 
degree programs reported significantly higher job satisfaction than their lower earning peers, 
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leading to a positive relationship between income and satisfaction overall. Further research 
concluded that at the aggregate level, salary has positive relationship with job satisfaction for 
college graduates but that this relationship is not as strong as the link between nonmonetary 
factors and satisfaction (Liu et al., 2010). 
 Workplace resources. The conditions of the job a graduate takes after college are an 
important factor in reported job satisfaction. According to Lent and Brown (2006), job 
satisfaction increases when an employee perceives conditions on the job to be more favorable, or 
they can be objectively determined as such. Holding demographic and college experience 
variables constant, it is possible that graduates could report a high level of job satisfaction in a 
job with ideal conditions for them. For the same person entering the workforce in a job with low 
support, a workplace incongruent to his or her values, such as a job that offers less autonomy or 
flexibility than desired, or a lower salary than expected, satisfaction may decrease. Research 
shows that decreased satisfaction on the job leads to an increase in counterproductive work 
behavior (Greenidge, Devonish, & Alleyne, 2014). Workplace conditions that serve as resources 
to employees and contribute to satisfaction include, but may not be limited to, availability of on-
the-job training, rank of employment position, and working in workplace conditions valued by 
the employee. 
On the job training. Although employers rely on postsecondary credentialing as a signal 
that a prospective employee has the desired training to meet the demands of a specific job 
(Oreopoulos & Petronijevic, 2013), some on the job training is required by employers and has 
come to be expected by new employees (Schmidt, 2007). In fact, Schmidt (2007) noted a 
positive relationship between satisfaction with employer-provided training and overall job 
satisfaction, which indicates that employees rely on their employers to provide them with skills 
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needed for their specific job across levels of educational attainment. This finding extended to 
both formal classroom style trainings and informal structures such as mentoring programs. 
Although the effect of training varies by position type and length of tenure when controlling for 
all other factors, evolution in the workforce and shifts in the demands of employees require 
employers to focus on continuing the education even among their credentialed employees to 
secure overall job satisfaction across the organization (Schmidt, 2009). 
Rank. Research indicates that some of the impact of salary is attributable to rank. 
Watson, Storey, Wynarczyk, Keasey, and Short (1996) noted that this is due to the different role 
assumed when wages increase and that moving up in rank and responsibility may be bigger 
predictors of job satisfaction than the corresponding increases to earnings. Independent of salary, 
significant increases to job satisfaction have been noted as the prestige of one’s title and rank 
within an organization increases (Ingram, 2006). That is to say that given any organizational 
hierarchy, the higher a graduate starts, and senses the opportunity for upwards mobility, the 
greater job satisfaction will be. This may be due to the notion that as one’s rank increases, so do 
job complexity, more comfortable working conditions, and access to more resources, which 
coincides with a better chance of accomplishment, job satisfaction, and performance (Fuller, 
2003). Longstanding evidence from the use of job satisfaction as an economic variable confirms 
the link between marketplace mobility and job satisfaction (Freeman, 1978). 
Values. Many of these findings are contingent on the values possessed by individual 
employees. As an example, Erdogan and Bauer (2009) offered insight into the notion that even 
underemployed graduates may report higher levels of job satisfaction when presented with a job 
characteristic that they value, such as autonomy. In this example, even though the employee 
faces disadvantages in both intrinsic and extrinsic employment rewards, achieving satisfaction is 
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possible if the conditions on the job meet expected individual workplace values. Most important 
in terms of the intrinsic factors related to job satisfaction are those summarized by Pascarella and 
Terenzini (2005) as complexity, autonomy, managerial authority, ideological content, nonroutine 
tasks, and sense of control over one’s work. This aids organizations that can benefit from 
increased job satisfaction, which is correlated with higher levels of organizational commitment 
and decreases in maladaptive employee behaviors such as depression, absenteeism, and tardiness 
(Thompson, Shea, Sikora, Perrewé, & Ferris, 2013). 
 
Summary and Critique of the Literature 
In this chapter, there were three goals to accomplish. At the beginning of this chapter, the 
Social Cognitive Model of Career Self-Management (CSM), an extension of Social Cognitive 
Career Theory (SCCT), and Utility Theory provided a broad framework of job satisfaction. 
Specifically, the Social Cognitive Model of Career Self-Management highlighted the importance 
of personal and contextual factors in the study of job satisfaction, whereas Utility Theory 
provided a deeper understanding of financial variables and reinforced the importance of debt in 
the model of job satisfaction. Next, the literature review examined a number of variables related 
to job satisfaction in previous studies on the topic. Demographic variables, inclusive of 
socioeconomic status, gender, and race/ethnicity exist as the initial cluster of variables. Factors 
related to job satisfaction as part of the collegiate experience include level of education, 
institution selectivity, participation in high-impact activities, participation in extracurricular 
activities, college academic achievement, college major, and college debt. A third cluster of 
variables pertaining to the environment graduates find themselves in upon workforce entry 
includes education–job match, job–major match, salary, and workplace resources.  
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While numerous investigations into the determinants of job satisfaction exist, studies 
have focused on a specific aspect of the collegiate experience. Research has focused on where 
students went to school, via institutional selectivity, and what they studied, as in research on the 
relationship between college major on job satisfaction (Kim et al., 2014; Liu et al., 2010; Xu, 
2013; Zhang, 2003). Research has approached the theory that job satisfaction also depends on 
what a student does in college. Kim and Bastedo (2016) found mixed results in their 
investigation into the relationship between participation in extracurricular activities and 
occupational outcomes. While adding to the complex research and theory on job satisfaction, 
none of the aforementioned studies has fully addressed the range of collegiate experiences. This 
study aimed to extend the aforementioned research by including additional college experience 
variables, high-impact educational activities in particular, and financial factors, specifically 
student loan debt, to comprehensively investigate the relationship between the collegiate 
experience and job satisfaction. 
 
Proposed Framework 
This study builds on prior research that has included institutional variables to investigate 
job satisfaction. This study aimed to provide greater insight into what colleges can do to promote 
job satisfaction among graduates by using student-level data, which fills a void left in research. 
The integration and application of theory and prior research supported the creation of a 
comprehensive model of job satisfaction focused on developing a greater understanding of the 
unique contribution of the collegiate experience to job satisfaction. The model presented in this 
study focused on the combined effect of demographic factors, college experience factors, and 
workplace environment factors on job satisfaction. Demographic factors include socioeconomic 
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status, gender, and race/ethnicity. College impact variables include level of education, 
institutional selectivity, high-impact educational activities, participation in extracurricular 
activities, college academic achievement, college major, and college debt. Variables related to 
the workplace environment include education–job match, job–major match, salary, and 
workplace resources. See Figure 2 for a depiction of the comprehensive model of job satisfaction 
used in this study. The next chapter further details the analytic strategy used to test the model and 
determine the unique contribution of the college experience to job satisfaction. 
 
Figure 2. Comprehensive model of job satisfaction. 
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CHAPTER III 
RESEARCH DESIGN 
 
The purpose of this study was to determine the association between demographic, 
institutional, and workforce factors and job satisfaction. Specifically, this study set out to identify 
what colleges can do to promote the satisfaction of their students after graduation. Something 
about going to college is associated with reports of job satisfaction among the educated 
workforce (The College Board, 2008; Vila & García-Mora, 2005). While decades of 
psychological and educational theory have investigated the outcome of job satisfaction, the field 
of higher education has not yet defined what specific factors contribute to this important aspect 
of college student development. The first research question built on prior literature and addressed 
demographic and experiential differences in reports of job satisfaction among college graduates. 
The second research question tested the model of job satisfaction created for this study, which 
was the culmination of research internal and external to higher education. The contribution of 
this study was the inclusion of additional college experience variables, high-impact educational 
activities, and student loan debt in a comprehensive model of job satisfaction.  
 
Research Questions 
Given the gaps addressed in prior research on college attendance and job satisfaction, this 
study aimed to address the following empirical questions: 
Q1. How do college graduates vary on their reports of job satisfaction at work? 
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Q2. Controlling for all other factors in the model, does the collegiate experience, 
including academic, experiential, and financial experience, contribute to recent 
graduates’ job satisfaction? If yes, how? 
 
This chapter describes the analytic strategy that was employed to address the problem of 
a lack of comprehensive understanding of colleges’ contribution to job satisfaction. Job 
satisfaction is “a pleasurable or positive emotional state” (Locke, 1976, p. 1300) that results from 
an employee’s affective response in comparing the outcomes that the employee expected or 
desired to result from his or her work with the outcomes that actually occurred (Rafferty & 
Griffin, 2009). Reports of a positive level of satisfaction occur for employees who accumulate 
rewards that they value as the outcomes of their work. This chapter starts with the conceptual 
model of the collegiate impact on job satisfaction. Research questions, data, sampling methods, 
measures of the variables, and analytic strategy utilized to address the questions raised by the 
study follow. Finally, discussion focuses on limitations of this model and overall methodology. 
 
Research Model 
Little is known about what specific collegiate experiences are related to aiding the 
experiences of recent graduates as they search for, attain, and maintain satisfying jobs. While 
multiple pathways to job satisfaction exist, what graduates participate in throughout their 
collegiate experience ultimately affects students beyond the campus and into the workplace. 
Based on abundant theory and research, job satisfaction was defined as the quality of the 
relationship between employees and their workplace. Job satisfaction is viewed from the 
perspective of the employee by measuring a number of related factors such as felt support at 
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work or satisfaction with earnings. As proposed in Chapter II, the conceptual model integrated 
job satisfaction literature and psychological and economic theories into a comprehensive model 
of job satisfaction for use in this study. The variables defined in the model are found in Figure 2 
in the previous chapter, and with more detailed information in the Appendix. 
 
Data Source and Sample 
The National Center for Education Statistics Educational Longitudinal Study of 2002 
(ELS:2002) was designed to assist researchers to better understand student transition from high 
school, through higher education institutions, and into careers. The nationally representative and 
longitudinal mode of inquiry utilized by the ELS:2002 survey captures the multiple pathways 
that students may take in their career development. The initial demographic characteristics of 
respondents form the base-year sample included 60.3% White, 15.9% Hispanic, 14.4% Black, 
4.3% Asian, and 5.1% multiracial and other races. Respondents from the low-SES backgrounds 
accounted for approximately 32.25% of the sample, 46.25% were identified as middle-SES, and 
21.5% as high-SES (Ingels, Burns, Chen, Cataldi, & Charleston, 2005). The ELS:2002 sample 
included three waves of data collection. This study included demographic information collected 
in 2002 (base-year) and 2004 (first follow-up), postsecondary attendance and completion data 
collected in 2006 (second follow-up), and 2012 (third follow-up), and labor market data 
collected in 2012 (third follow-up) (Ingels et al., 2014). 
The initial data collection wave of ELS:2002 (base-year) sampled over 15,000 high 
school sophomores in the spring of 2002 who were randomly selected from 750 schools across 
the country (Ingels et al., 2014). The first follow-up (2004) incorporated additional high school 
seniors into the sample freshening to further enhance the representativeness in the survey design. 
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Demographic variables from the base year, which were nationally representative of high school 
sophomores in 2002, were utilized in this study. Of further interest to this study was the second 
follow-up (2006), which featured questions related to participation in various activities of 
respondents who had enrolled in college. The final data collection wave (2012) and 
postsecondary transcript analysis provided the data necessary for this study inclusive of college 
experiences, achievement, and completion, and labor market outcomes as of 2011 (Ingels et al., 
2014). 
Of pertinence to this study were those respondents who attained at least a baccalaureate 
degree and who were employed as of the third data collection wave in 2012. The first follow-up 
occurred in 2004, which included mostly high school seniors. Baccalaureate degree completion 
by 2012 was required for inclusion in this study, giving these students 8 years to enter, persist, 
and complete college. The sample includes first-time full-time college students who entered 
college immediately after their high school graduation. The sample also includes students who 
delayed their postsecondary enrollment and those who enrolled part-time, as long as they 
completed a bachelor’s degree by 2012, the last data collection wave. The sample does not 
represent college graduates who waited more than 4 years to enroll in college or adult learners 
who returned to college after a number of years. Indicators for degree attainment and 
employment in the ELS:2002 data set were used to determine inclusion or exclusion in the final 
sample of this study. Further details on sample of students used in descriptive and inferential 
analyses (n = 4,220) can be found in Chapter IV. 
Data from ELS:2002 fit the needs of this study based on specifications found in theory 
and research. The most important asset of using ELS:2002 was the assessment of job satisfaction 
in the survey that uses Social Cognitive Career Theory, which is consistent with the theory 
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presented in this study. The components of this measurement are explained in the next section, 
definition of variables. However, sampling issues can still arise in longitudinal data collection. 
Oversampling causes a distortion in the representation of certain groups in the study compared 
with national demographics. Missing data and those who dropped out of the survey were 
concerns to this study. To address these issues, this study used the panel weight, 
F3BYPNLPSWT, a variable created for research using ELS:2002 data that spans from the base-
year through the third follow-up (Ingels et al., 2014). 
Compared with other sources of national data, ELS:2002 best fit the model specifications 
required to address the research questions in this study. The sample of the Beginning 
Postsecondary Students Longitudinal Study (BPS:04/09) (Cominole, Wheeless, Dudley, 
Franklin, & Wine, 2007) focused only on those students who enrolled in a pursuit of a two- or 
four-year degree in 2004, inclusive of traditional and nontraditional aged students. However, the 
tradeoff for a more complete portrait of those students who access higher education in BPS:04/09 
would come at a cost to the availability of post-graduation outcomes such as the strength of the 
data collected by ELS:2002 on job satisfaction. Additionally, the latest wave of ELS:2002 
included responses from students interviewed in 2012 opposed to that of BPS:04/09 in 2009. 
Another strong option could have been the Baccalaureate and Beyond Longitudinal Study 
(B&B:08/12) (Cataldi et al., 2011). This longitudinal survey used college graduation as the point 
of departure for investigating the pathways of graduates into graduate school and the world of 
work. While B&B:08/12 would be more generalizable to college graduates, it lacks college 
experience variables that were essential to this study. 
Although ELS:2002 did not start with college graduates as its base sample, the 
distribution of college graduates by demographic characteristics is similar to that of B&B:08/12. 
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A comparison can be found in Table 1. Data from B&B:08/12 show that the percentage of males 
(42.1%) and females (57.9%) in B&B:08/12 is similar to the sample of 43.7% males and 56.3% 
females used in this study. The B&B:08/12 sample was composed of 73.0% White graduates 
compared to 74.6% in this study. Black graduates (8.2%) and Hispanic students (8.1%) 
represented in this study were comparable to the 8.5% Black and 9.5% Hispanic graduate 
representation in B&B:08/12. Additionally, the figures for Asian graduates (5.5%) and graduates 
from other races (3.6%) represented in this study were close to the 5.8% Asian and 3.2% other 
race graduate representation in B&B:08/12 (Cataldi et al., 2011).  
 
Table 1 
Demographic Comparison of ELS:2002 and B&B:08/12 
    ELS:2002 B&B:08/12 
Demographic Characteristics of Sample     
Gender Female 56.3% 57.9% 
 Male 43.7% 42.1% 
Race/ethnicity White 74.6% 73.0% 
 Black 8.2% 8.5% 
 Hispanic 8.1% 9.5% 
 Asian 5.5% 5.8% 
 Other 3.6% 3.2% 
Note. Weighted sample. Means may not equal 100% due to rounding. 
Source: NCES (ELS:2002) Public Use Data & Cataldi et al. (2011). 
 
However, graduates did differ by age and time to completion. For example, B&B:08/12 
data suggest that 67.3% of college graduates in 2008 were 23 years of age or younger, 19.4% 
were between 24 and 29, and 13.3% were 30 or more years old (Cataldi et al., 2011). Given that 
the majority of high school sophomores in ELS:2002 were presumably under the age of 20 at 
base-year sampling, the average age distribution of those included in this sample would be much 
smaller and exclude the older graduates that are accounted for in a survey designed to be 
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representative of college graduates, such as B&B:08/12. Data from B&B:08/12 also show that 
while college graduates most frequently complete their baccalaureate degree in 4 years or less 
(44.2%), some students take more than 10 years to complete (11.5%). Since ELS:2002 last 
followed up with respondents in 2012, 10 years after their sophomore year of high school, it is 
possible that a similar proportion of students did not complete their degree in the reporting 
timeframe necessary for inclusion in this study. Overall, the ELS:2002 data represent college 
graduates well and contain the best college experience variables necessary for research on job 
satisfaction. 
 
Definition of Variables 
Outcome Variable 
This study used one continuous outcome variable, a standardized job satisfaction scale. 
Of the scales created specifically by the ELS:2002 research staff, and of high interest to this 
study, was the job satisfaction standardized scale (Cronbach’s alpha = .90) rooted in Social 
Cognitive Career Theory. The Job Satisfaction Index/Scale provided directly by ELS:2002 was 
based on workplace satisfaction, enjoyability, and enthusiasm survey questions in the third 
follow-up survey in 2012 (Ingels et al., 2014). As discussed in the previous chapter, use of Social 
Cognitive Career Theory is consistent with a large body of job satisfaction research. The scale 
was created by ELS:2002 to align with Social Cognitive Career Theory based on responses to 
three 5-point Likert-scale questions. Respondents were asked to rank the extent to which they 
agreed or disagreed with the following three statements: “You feel fairly well satisfied with your 
present job,” “Most days you are enthusiastic about your work,” and “You find real enjoyment in 
your work.” The standardized score from the ELS:2002 database was created using factor 
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analysis from the job satisfaction subquestions with a higher scaled z score indicating greater job 
satisfaction, with a standardized mean of 0 and a standard deviation of 1.  
 
Predictive Variables 
The independent variables were separated into three categories: demographic, college 
experience, and workplace environment. A full set of variables can be found in the Appendix.  
Demographic characteristics. The first group of variables is related to participants’ 
demographic characteristics. The variables for inclusion as demographic variables are 
socioeconomic status, gender, and race/ethnicity. 
 Socioeconomic status: A combination of the level of education attained by 
respondent’s parents, parental occupation, and family income in the base-year (2002) 
was used by ELS:2002 to create an SES z score for each respondent. This variable 
was used in the continuous form and not recoded. 
 Gender: Gender was an existing dichotomous variable provided by ELS:2002 from 
base-year data collection and was recoded as female (1) or male (0). 
 Race/ethnicity: This base-year categorical variable was recoded into five dummy 
variables indicating the affirmative for each race (1) or not (0). The categories 
included were Asian, Black, Hispanic, White, and Other. This grouping decision was 
based on combining existing variables when necessary, such as between races among 
Hispanic respondents and the Other races composed of American Indian/Alaska 
Native and the existing other category due to a low number of respondents in each 
category. 
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Collegiate experience. The second grouping of variables is related to the collegiate 
experience. The variables used to determine the collegiate impact are level of education, 
institutional selectivity, high-impact educational activities, extracurricular activities, college 
academic achievement, college major, and college debt. 
 Level of education: ELS:2002 provided the highest level of education attained by 
respondents as of the third data collection wave. This was recoded as any graduate or 
professional degree attained (1) or baccalaureate degree attained (0).  
 Institutional selectivity: This was a categorical variable indicating the selectivity of 
the institution where a respondent’s first known degree was attained. Selectivity was 
attained through admissions data as reported by postsecondary institutions in the 
2002–2012 Integrated Postsecondary Education Data System (IPEDS) and 2010 
Carnegie classifications. Originally, ELS:2002 differentiated between Highly 
selective, 4-year institutions; Moderately selective, 4-year institutions; Inclusive, 4-
year institutions; and Selectivity not classified, 4-year institutions. This variable was 
recoded into four dummy variables indicating the affirmative for each level (1) or not 
(0). The categories included were highly selective, moderately selective, inclusive, 
and other selectivity type. 
 High-impact activities: High-impact activities are educational practices that vary 
based on student and institutional characteristics (Kuh, 2008). However, the common 
theme of this group of variables is that they have proven to benefit postsecondary 
students as a whole and the various subgroups contained in the population (Kuh, 
2008). This group of variables identified as high-impact activities by ELS:2002 was 
surveyed in the third follow-up and relates to whether or not a graduate participated in 
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each activity or not in college, coded as affirmative (1) or not (0). They include 
indications for student participation in an internship, participation in a community-
based project, participation in a culminating senior experience, whether a student 
indicated having a mentor, completed a research project with faculty, or studied 
abroad.  
 Extracurricular activities: Three binomial variables indicating how often a respondent 
participated in extracurricular or intramural activities was generated from two 
different variables in the ELS:2002 second follow-up survey: the frequency of 
involvement in extracurricular activities or intramural activities while a college 
student. Respondents who indicated participating often in either extracurricular or 
intramural activities were coded as (1) in the variable, “participated often.” 
Respondents who participated sometimes, but not often in either extracurricular or 
intramural activities were coded as (1) in the variable, “participated sometimes.” 
Finally, respondents who participated never, but not sometimes or often in either 
extracurricular or intramural activities were coded as (1) in the variable, “participated 
never.” If respondents were not coded as (1) in any of the three variables, they were 
coded as (0) meaning that a single respondent had one (1) coding and two (0) codings 
across all three variables.  
 College academic achievement: This variable indicates college grade point average 
(GPA) from all institutions attended by a respondent through the last data collection 
wave. This variable was used in the continuous form and not recoded. 
 College major: A variable from ELS:2002 indicated the college major associated with 
a respondent’s most recently received bachelor’s degree as of the last data collection 
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wave reported as a categorical aggregate of 23 general subjects. The categories were 
created using the 2010 Classification of Instructional Programs (CIP). For the 
purposes of this study, this was collapsed into a smaller number of categories as 
supported by Jones (2011). This method extends the Holland Theory of Occupational 
Classification and supports the clustering of academic majors into four types. Each 
major used in the model was recoded as affirmative, major (1), or not (0) for artistic, 
enterprising, investigative, and social major types. Examples of majors included: 
Artistic includes architecture and design and applied arts; enterprising includes 
business and personal and consumer services; investigative includes biology and 
mathematics; social includes social sciences and education. 
 College debt: The college debt variable indicates the total amount of postsecondary 
educational loans borrowed by each respondent in dollars as of the third data 
collection wave. This variable was imputed by ELS:2002 when missing and reported 
as such in the available data. Additionally, respondents that had never taken out a 
student loan (F3STLOANEVR = 0) were recoded as taking $0.00 in student loans. 
This variable was recoded to represent the total amount of loans borrowed by 
respondents in $1,000s. Additionally, due to a skewed distribution, this variable was 
transformed to log form for use in the final regression model. 
Post-graduation factors. The last grouping of variables represents the post-graduation 
world of work for recent college graduates. Variables to be included in the workplace 
environment category include education–job match, job–major match, salary, workplace 
supports, and barriers. 
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 Education–job match: This variable was created as an indicator of education–job 
match derived from self-reported items related to a respondent’s current or most 
recent job in the third follow-up. Respondents who had attained a graduate degree and 
responded affirmatively that a post-baccalaureate graduate degree was required for 
their current/most recent job were coded as matched (1). Similarly, baccalaureate 
degree-holders without a graduate degree who responded affirmatively that a 
bachelor’s degree was required for this job were coded as matched (1). Those who 
responded no to these items at either education level were coded as not matched (0). 
 Job–major match: Survey respondents were asked to identify how closely related 
their current/most recent job was to their most recent field of study in college. The 
original variables presented by ELS:2002 were used to create three dummy variables 
for the extensiveness of match between a respondent’s current job and major. These 
variables were categorized as job closely related (1) or not (0), job somewhat related 
(1) or not (0), and job not related to major (1) or not (0). 
 Salary: The self-reported salary of respondents was used as a continuous variable of 
the respondent’s earnings in 2011 as reported in the third follow-up. Respondents 
were asked to include the pre-tax amount for all wages, salaries, income from a 
business or farm, commissions, and tips. When missing, ELS:2002 has provided 
imputed data for this variable. This variable was recoded to represent the annual 
salary of respondents in $1,000s. Additionally, due to a skewed distribution, annual 
salary was transformed to log form for use in the final regression model. 
 Workplace resources: This set of variables indicates a Likert scale response to the 
extent that each job characteristic applied to a respondent’s most recent job. A 
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ranking of one indicates “definitely not an aspect of the job” and five indicates “very 
much an aspect of the job.” The workplace resources items include the extent to 
which a job offers: job security, the opportunity to learn new things, high earnings, 
new challenges, time for leisure activities, is useful for society, and work–family 
balance. This item was recoded from each ranked variable into a composite 
continuous variable indicating how much a respondent felt resources on the job based 
on a total count across seven variables with scores ranging from 7 to 35. 
 
Statistical Model 
To address the second research question, a hierarchical multiple regression was 
completed. A review of theory and research revealed that several predictive variables influence 
job satisfaction. Flora (2018) emphasized the importance of including all predictors found to be 
important to an outcome variable simultaneously. Multiple regression accomplishes this as a 
predictive design that relies on the effect of at least two independent categorical or continuous 
variables on a continuous outcome (Flora, 2018). In addition to addressing the multiple 
covariates of job satisfaction, it was also important to this study to understand the specific impact 
of the group of variables related to the college experience. To focus on the college experience 
variables, hierarchical multiple regression was performed with the first model including the 
demographic and workplace variables and the second model including all variables 
(demographic, workplace, and collegiate). A nested model comparison was used to determine the 
difference between the contribution of the demographic/workplace predictors and the collegiate 
predictors on job satisfaction. 
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Hierarchical Multiple Regression 
 Hierarchical multiple regression is a methodological design that allows models to be 
compared (Flora, 2018). Multiple regression yields a partial regression coefficient (β) for each 
predictor and a coefficient of determination (R2 value) representing the overall fit of the model 
(Flora, 2018). The partial regression coefficient (β) indicates the predicted difference of the 
dependent variable that coincides with a one-unit increase (for continuous variables) or the 
difference between groups (for dummy variables) in each independent variable while holding all 
other independent variables constant (Flora, 2018). The R2 value is calculated as a proportion of 
variance in the dependent variable that can be explained by each model (Flora, 2018). 
Hierarchical multiple regression compares the R2 value of an initial model composed of some of 
the independent variables to a second model with the same variables and additional independent 
variables (Flora, 2018). This sequential analysis identifies if adding the variables to the second 
model produces a significantly better explanation of variance in the dependent variable than in 
the first model (Flora, 2018). This study compared the model with and without college 
experience variables. The first model included demographic and workplace factors. The second 
model added the variables related to the college experience to the demographic and workplace 
factors. This sequence addressed the second research question to determine if the collage 
experience variables significantly improved the model and lead to a better understanding of job 
satisfaction. 
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Data Preparation 
Missing Data and Multiple Imputation 
Like many studies, the sample of ELS:2002 used in this study included respondents with 
missing data in the analytic variables. Missing data is common in quantitative studies, and there 
are several strategies for dealing with missing data in the sample including listwise deletion, 
pairwise deletion, and imputation strategies (Croninger & Douglas, 2005). Traditional strategies 
of managing missing data have limitations. Due to the number of variables included in this study, 
any form of deletion could yield a low sample size for inferential analysis. Additionally, the 
respondents in the analytic sample using deletion may not be representative of the original 
sample leading to decreased generalizability of the study (Croninger & Douglas, 2005). Single 
imputation can address these issues since this strategy maintains the sample by populating a 
value, generally the mean for all non-missing values in that variable, where data are missing. 
However, this approach introduces another limitation. Using single imputation produces a 
smaller standard error than it would be without missing data since homogenous values were 
introduced at the mean (Croninger & Douglas, 2005). 
Through the examination of missing data for each variable, it was found that data were 
not missing at random, which can lead to unreliable results in inferential analysis (Fox, 2016). 
Multiple imputation is a recommended strategy for dealing with missing data (Croninger & 
Douglas, 2005) and was used to prepare a sample for inferential analysis in this study. This 
strategy introduces greater variability than other forms of data management for values that are 
not likely to be missing at random. Multiple imputation offers a solution via the generation of 
several estimated data points in a range of possible responses (Croninger & Douglas, 2005). 
Croninger and Douglas supported the use of Markov Chain Monte Carlo (MCMC) estimation, 
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which resulted in the creation of 25 datasets. Each dataset contained a randomly selected value 
from the distribution of possible responses for each data point among the non-missing data. 
Following this procedure, inferential analysis was performed on all datasets simultaneously. 
Analysis using this method then combines the parameter estimates to produce a single output 
with coefficients for each imputed and non-imputed variable and summary statistics for the 
entire model.  
 
Log Transformation 
Descriptive analysis revealed that both of the financial factors to be used in analysis, 
student loan debt and earnings, were positively skewed. Extreme cases of skewness such as this 
make analysis difficult given that regression analysis assumes normal distribution (Fox, 2016). 
Log transformations are a recommended strategy for dealing with positive skewness (Flora, 
2018). Following this method, student loan debt and earnings were transformed into log form 
prior to regression analysis. Following the transformation, multiple missing values were 
generated from valid values of zero in the original variables. Prior to analysis, 1,361 missing 
values in the debt variable, and 133 missing values in the salary variable were recoded to 0, their 
initial value. 
 
Data Analysis 
Prior to addressing the research questions in this study, descriptive statistics were 
calculated to better understand the imputed sample. First, the proportion of each categorical 
demographic, college, and workplace experience variable was determined. Similarly, the mean 
score for each continuous variable was calculated, including the overall job satisfaction for the 
62 
sample. Of particular interest was to investigate differences in the college experiences of 
respondents by gender, race/ethnicity, and socioeconomic status. Analytic methods including 
frequencies, means, cross-tabulation, logistic regression with two dummy variables to simulate 
chi-square, t tests, and ANOVA were used at this preliminary stage. 
To address the first research question, descriptive statistics were calculated to identify 
how the level of reported job satisfaction varied for the various groups included in the model. 
The mean job satisfaction z score, interpreted as the standard deviations above or below the mean 
(0.0) was calculated for each demographic, college, and workplace experience variable. While 
comparing means can show differences between various clusters of variables, t tests and 
ANOVA were calculated to test these differences for statistical significance. Independent sample 
t tests allowed for the comparison of dichotomous job satisfaction means and to be tested for 
statistical significance. Similarly, ANOVA and post-hoc tests were calculated to test mean job 
satisfaction differences between and within groups of multiple-category continuous variables.  
The second research question was addressed with hierarchical multiple regression. The 
Social Cognitive Model of Career Self-Management (Lent & Brown, 2013), used as the 
theoretical basis for this study, supported this method. In this model, demographic, experiential, 
and environmental clusters make unique contributions to job satisfaction as an occupational 
outcome. Using a blocked entry method, with the collegiate experience variables being entered 
second, revealed how much additional variance in job satisfaction can be attributed to the college 
experience. Rooted in the theory, the hierarchical regression strategy specifically addresses the 
collegiate impact on job satisfaction, the purpose of this study. It can be determined whether the 
change in R2 attributed to the collegiate impact is significant (Cramer, 2003). The use of the 
multiple regression method overall is used to isolate the effects of the independent variables on 
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the standardized index score of job satisfaction. However, the added benefit of delineating 
between the demographic effects and workplace environment first, and the collegiate impact on 
job satisfaction separately allows for expansion of the ELS:2002 data in determining what 
colleges can do to promote job satisfaction among graduates in their early career stages.  
 
Limitations 
Attempts were made to avoid research limitations. However, there are limitations related 
to the available data that supported this study, which warrant further attention. The variables that 
were selected for analysis in this study were guided by theory, prior research, and the definitions 
provided by ELS:2002. There are limitations that coincide with the selection of variables in 
secondary data analysis. This study was intentionally designed to include variables that identified 
if a graduate had one of the several college experiences thought to be related to job satisfaction. 
In some cases, variables that were selected were not restricted to the institution where a graduate 
had other experiences. Among the graduates in the sample of this study, 14.6% were found to 
have attended multiple institutions as of the second follow-up. For these students, and those who 
had a change in their institution of attendance between the second and third data collection 
waves, the grade point average and amount taken out in student loans spanned all institutions 
attended, regardless of whether it was at the 2-year, 4-year, or graduate level. Given this, GPA is 
not assumed to be associated with the credential earned by graduates. Instead, GPA is used as a 
measure of overall academic achievement. The institutional selectivity variable included in this 
study relates to the institution where the respondent’s first known degree was attained. However, 
the respondents could have engaged in one or several of the high-impact educational activities at 
another institution. As graduates in the sample varied in their time to accessing college, 
institutions of attendance, and time to completion, this aspect introduces more variation to the 
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data. Additionally, the earnings variable provided by ELS:2002 related to that of the year prior to 
the 2012 third follow-up, which may not correspond to the same job or earnings of the 
respondent at the time they were surveyed about their job satisfaction. 
Theory indicates that a number of additional variables are important indicators of job 
satisfaction (Lent & Brown, 2013). If available variables existed in ELS:2002, this study could 
have incorporated additional demographic variables, such as those supported Lent and Brown 
(2013) as they relate to job satisfaction. These include agency, self-efficacy, adaptive behaviors, 
and personality characteristics. Additionally, Lent and Brown (2006) have discussed the 
important relationship between overall life satisfaction and job satisfaction. It is easy to assume 
that no matter what experiences a person has, someone who reports being dissatisfied with their 
life in general would be more apt to report dissatisfaction at work. In addition to the theoretical 
link between these traits, there is also empirical support that warrants considering the inclusion 
of such variables in future research (Lent & Brown, 2006, 2013; Rode, 2004). 
Finally, the nature of job satisfaction is, at least in part, subjective. In the ELS:2002 
survey, a standardized variable was created with factor analysis based on responses to three 
questions: “You feel fairly well satisfied with your present job,” “Most days you are enthusiastic 
about your work,” and “You find real enjoyment in your work.” As mentioned in the previous 
chapter, job satisfaction depends on a number of factors that are both intrinsic and extrinsic in 
nature. The measurement used by ELS:2002 was helpful as a standardized scaled score, but it is 
possible that this one-sized approach does not fit the spectrum of job satisfaction for all. It was 
also time-dependent as it was measured at only one time-point and reported in the third follow-
up. It is possible that something like a recent promotion or salary increase could have influenced 
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job satisfaction positively, or conversely, a negative interpersonal event could have led to a 
report of job dissatisfaction. 
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CHAPTER IV 
RESULTS 
 
 The results of this study are presented in this chapter following the order of the two 
research questions. This chapter provides an in-depth look at the data source, sampling, and 
analytic strategy. Presented next is a summary of how graduates in the sample vary across 
demographic characteristics. An in-depth look at variances college experience by gender, 
race/ethnicity, and socioeconomic status is provided. To address the first research question, the 
next section focuses on exploring the variance in reports of job satisfaction at work among those 
included in the sample. Specifically, students differed in their reports of job satisfaction by 
demographic, college, and workplace variables. The chapter concludes by addressing the second 
research question. Here, by considering the academic, experiential, and financial factors of 
college graduates in the imputed sample simultaneously, the relationship between college 
experience and job satisfaction was explored. 
 
Research Questions 
 As discussed, this study attempted to determine what colleges can do to impact the 
subsequent job satisfaction of college students. Using the National Center for Education 
Statistics (NCES) Education Longitudinal Study of 2002 (ELS:2002), descriptive statistics, and 
hierarchical multiple regression, this study sought to address the following research questions: 
Q1. How do college graduates vary on their reports of job satisfaction at work? 
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Q2. Controlling for all other factors in the model, does the collegiate experience, 
including academic, experiential, and financial experience, contribute to recent 
graduates’ job satisfaction? If yes, how? 
 
Data and Sample 
 The Education Longitudinal Study of 2002 (ELS:2002) was identified as an appropriate 
source of data to address the research questions in this study. Publically available data were 
obtained online through the National Center for Education Statistics (NCES). The ELS:2002 
study first gathered data in the 2002 base-year on the achievement, attitudes, and personal 
experiences of a nationally representative sample of then 10th grade high school students. 
Among the 19,218 initially sampled students, 17,591 were verified as eligible respondents 
(Ingels et al., 2014). The first follow-up occurred 2 years later with the cohort of then high 
school seniors in 2004 (n = 16,763). The second follow-up occurred 4 years later in 2006, at 
which point respondents were 2 years past their planned high school graduation date and 
potentially second-year college students (n = 16,352). The third and final follow-up (n = 16,176) 
occurred in 2012, ten years after the base-year collection (Ingels et al., 2014). Postsecondary 
transcript data were also collected in the ELS:2002 for students who were known to have 
attended a college or university. 
 Several steps were completed to prepare the data and sample for analysis. Of pertinence 
to this study were those respondents who persisted through at least 4-year degree attainment (n =  
5,463) and who were employed (n = 4,548) as of the third data collection wave in 2012. Due to 
missing responses in the dependent variable, the sample was further restricted to those who 
responded to the job satisfaction outcome variable (n = 4,250). After applying the analytic panel 
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weight, discussed later in more detail, 30 participants with an analytic panel weight of zero were 
removed from the sample, resulting in a final analytic sample of 4,220. The analytic panel weight 
used in this study contained values for all base-year respondents. The 30 students with zero 
values were either non-respondents in the base-year or were later added in sample freshening. 
See Christopher (n.d. Appendix B pp. 4–5) for a description of those included in analysis with 
the application of the ELS:2002 created analytic panel weight.  
 Additional methodological decisions were implemented to address missing data for all 
variables included in analyzing the main research question. The 2011 employment earnings and 
total amount borrowed in student loan variables did not have any missing data due to prior 
imputation by ELS:2002. Among the variables with missing data, the variable with the lowest 
percentage of missing data (0.09%) indicated the relationship between respondents’ current/most 
recent job and their field of study in college, which was split into three dummy variables 
indicating closely related, somewhat related, or unrelated. Socioeconomic status was the variable 
with the highest percentage of missing responses (6.94%). Through the examination of missing 
data for each variable, it was found that data were not missing at random. To address this 
potential issue, multiple imputation was completed using the mi impute chained command in 
Stata to create 25 imputed datasets. This process replaced missing variables in each dataset with 
plausible values for each respondent with consideration of all other variables in the model and 
sampling variability (StataCorp, 2017). 
After imputation, imputed variables were inspected to insure that they were 
representative of the non-missing data. The imputed continuous SES, GPA, and workplace 
resources variables exceeded the range of non-missing data. These variables were top- and 
bottom-coded to better reflect the original range of data. Non-missing z score values for the SES 
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variable were within three standard deviations of the mean. Imputed values for this variable were 
top-coded at 3.0 (resulting in 28 changes) and bottom-coded at -3.0 (resulting in three changes). 
Grade point average imputed values exceeded 4.0 in 114 cases and were top-coded at 4.0. The 
non-missing workplace resources composite variable existed as integers, which was not retained 
in the imputed values. Additionally, imputed values exceeded the maximum values of non-
missing data. All values were rounded to the nearest integer and top-coded at 35, the highest 
value in non-missing data. After implementing these strategies, descriptive statistics revealed 
that the imputed data were comparable to the non-missing data in mean, standard deviation, 
confidence intervals, and range.  
Final steps were taken to prepare the data for analysis. Variables were recoded as 
discussed in Chapter III. As the final step in preparing the data for analysis, the ELS:2002 
provided weight generated for respondents in the base-year and third follow-up with 
postsecondary transcripts (Christopher, n.d.). The analytic weight, F3BYPNLPSWT, was created 
by ELS:2002 staff for use with postsecondary transcript, third follow-up, and base-year data and 
thus aligns with the goals of study and the variables selected for analysis (Christopher, n.d. 
Appendix B p. 5). The purpose of applying this weight was to ensure that the sample included in 
this study was nationally representative of 10th grade students in 2002, the original population of 
interest for the ELS:2002 survey. While many ELS:2002 survey respondents do not have data 
available at each of these three points in time, weighting helps to ensure the representativeness of 
the sample. 
There were additional considerations for the methodological design of this study. The use 
of a clustered standard error for analysis could have been used as an additional step to control for 
institutional differences. Variables that were considered for clustering included the high school 
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of attendance during the first follow-up interview (2004) or the Integrated Postsecondary 
Education Data System (IPEDS) code collected during the third follow-up that corresponded to a 
college or university of attendance. As the purpose of this study was to focus on the collegiate 
experience, using a high school institution ID would not have been an ideal choice. While the 
IPEDS code identifies the colleges and universities attended by respondents in the sample, there 
were two issues with the use of F3IIPED as a clustering variable. First, students were able to 
report more than one institution attended; however, these cases were coded in a way that was not 
unique to the combination of institutions by student, which would render these responses as 
missing values. Second, in cases where students reported one postsecondary institution of 
attendance, there was no indication of whether this institution was the first, primary, last, or the 
institution where the respondent obtained the baccalaureate credential. Therefore, analyses were 
completed with a default standard error  
Preliminary analyses were necessary to understand patterns in the experiences of 
graduates, particularly those that occurred in a college or university setting. First, descriptive 
statistics for all variables in the model reveal the representativeness as a mean or percentage in 
the sample. Results of this analysis are reported in Table 2. Next, differences in the college 
experiences of respondents by gender, race/ethnicity, and socioeconomic status were explored. A 
basic logistic regression of dummy variables and t tests were used to explore differences in 
college experiences by gender and race/ethnicity. T tests and ANOVA were used to determine 
any differences in base-year socioeconomic status and the later college experiences of graduates 
in the sample. 
The demographic characteristics of employed graduates included in the sample (n = 
4,220) were explored. The mean socioeconomic status z score was 0.40 and ranged from -3 to 3. 
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There were more females (56.3%) than males (43.7%). By race/ethnicity, 74.6% identified as 
White, 8.2% as Black/African American, 8.1% as Hispanic, 5.5% as Asian, and 3.6% other race.  
Respondents also varied in their college experiences in the sample. In addition to 
attaining a bachelor’s degree, 20.3% had earned a graduate degree. The level of selectivity at the 
institution where graduates earned their first degree was selective for 34.9%, moderately 
selective for 40.9%, inclusive for 10.3%, and other selectivity for 13.9%. Among the high-
impact activities, students were most frequently involved in internships (62.3%), senior 
experiences (45.2%), and community-based projects (26.3%), while mentoring (21.8%), research 
with faculty (17.0%), and study abroad (16.3%), occurred less frequently. More respondents 
participated often (42.7%) than sometimes (33.7%) or never (23.6%) in extracurricular or 
intramural activities as students. The mean GPA for all students was 3.16 and ranged from 1.50 
to 4.00. By major of degree received, 37.1% had a social major, 32.0% an enterprising major, 
24.6% an investigative major, and 5.3% an artistic major. The average amount taken out in 
student loans across the sample was $28,971.30, which ranged from $0 to $300,000. The 
majority of graduates (69.7%) had some amount of student loans while 30.3% had no loans. 
In the workplace, 55.7% of respondents reported that their level of education matched the 
requirements of their current or most recent job. Job–major match was related for 49.0%, 
somewhat related for 26.0%, and unrelated for 25.0%. The average salary in the sample was 
$34,124.46, which ranged from $0 to $250,000. On average, respondents were found to have a 
count of 25 workplace resources, which ranged from seven to 35. The mean job satisfaction 
dependent variable was 0.042 for the sample and ranged from -2.66 to 1.25. ELS:2002 staff 
standardized the job satisfaction index/scale as a z score with a mean of 0 and a standard 
deviation of 1. 
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Table 2 
Model of Job Satisfaction Summary Statistics  
  ELS: 2002 (n = 4,220) 
  
Variable   
Mean/ 
Percentage Std. Err. Min. Max. 
Demographic variables         
Socioeconomic status (SES) 0.40 0.02 -3 3 
Gender Female 0.56 0.01 0 1 
 Male 0.44 0.01 0 1 
Race/ethnicity White 0.75 0.01 0 1 
 Black 0.08 0.01 0 1 
 Hispanic 0.08 0.01 0 1 
 Asian 0.06 0.00 0 1 
 Other 0.04 0.00 0 1 
Collegiate impact variables         
Level of education  Bachelor's degree 0.80 0.01 0 1 
 Graduate degree 0.20 0.01 0 1 
Institutional selectivity Selective 0.35 0.01 0 1 
 Moderately selective 0.41 0.01 0 1 
 Inclusive 0.10 0.01 0 1 
 Other selectivity 0.14 0.01 0 1 
High-impact activities Internship 0.62 0.01 0 1 
 Senior experience 0.45 0.01 0 1 
 Community-based project 0.26 0.01 0 1 
 Mentoring 0.22 0.01 0 1 
 Research with faculty 0.17 0.01 0 1 
 Study abroad 0.16 0.01 0 1 
Extracurricular activities Participated often 0.43 0.01 0 1 
 Participated sometimes 0.34 0.01 0 1 
 Never participated 0.24 0.01 0 1 
Grade Point Average (GPA) 3.16 0.01 1.50 4.00 
Major Social 0.37 0.01 0 1 
 Enterprising 0.32 0.01 0 1 
 Investigative 0.25 0.01 0 1 
 Artistic 0.05 0.00 0 1 
Student loan debt (in $1,000s) 28.97 0.75 0 300 
Workplace variables         
Education-job match Matched 0.56 0.01 0 1 
Job-major match Related 0.49 0.01 0 1 
 Somewhat related 0.26 0.01 0 1 
 Unrelated 0.25 0.01 0 1 
Earnings in 2011 (in $1,000s) 34.12 0.50 0 250 
Workplace resources (Composite) 25.39 0.11 7 35 
Dependent variable Job satisfaction 0.04 0.02 -2.66 1.25 
Note. Weighted sample. Means may not equal 100% due to rounding. 
Source: NCES (ELS:2002) data. 
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Understanding the College Experience of Graduates 
Cross-tabulation statistics were used in conjunction with a basic logistic regression of two 
dummy variables to further investigate differences in the college experiences of respondents. 
Table 3 shows the results of differences in the college experiences of females and males. Among 
respondents in the sample, females earned a graduate degree (23.8%) more frequently than males 
(15.7%). Males were more likely to have attended a selective (37.1%) or inclusive (11.7%) 
institution. Females attended selective (33.2%) and inclusive (9.1%) institutions at significantly 
lower rates than males. Females had a significantly higher frequency of participation in 
internships (65.7%), community-based projects (31.0%), mentoring (24.6%), and study abroad 
(20.3%) when compared with males (57.9%, 20.2%, 18.2%, and 11.2% respectively). Females in 
social majors outnumbered males 44.2% to 27.8% while males were more frequently found in 
enterprising (38.3%) and investigative (27.5%) majors. 
Differences in the college experiences of White and non-White students were also found 
in the sample. Results of the cross tabulations and logistic regression tests by race/ethnicity are 
reported in Table 4. White respondents obtained a graduate degree more frequently (21.2%) than 
non-White respondents (17.5%). White graduates tended to have obtained their first degree from 
an institution with higher selectivity than non-White graduates. White graduates in the sample 
had received a degree from selective (36.8%) and moderately selective (42.4%) institutions more 
frequently than their non-White peers (29.4% and 36.6% respectively). While in college, White 
students reported having a culminating senior experience more frequently (47.2%) than non-
White students (39.5%). Similarly, White students reported studying abroad more frequently 
(18.3%) than non-White students (10.4%). On average, White graduates reported that they had 
participated often in extracurricular and intramural activities more often (44.2%) than non-White 
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graduates (38.3%). Conversely, non-White graduates reported never having participated in 
college (28.6%) at a significantly higher rate than their White peers (21.9%). 
Table 3 
College Experience Differences by Gender 
  ELS:2002 (n = 4,220) 
Variable   Female Male 
Sig. Collegiate impact variables % % 
Level of education  Bachelor's degree 76.17% 84.34% *** 
 Graduate degree 23.83% 15.66% *** 
Institutional selectivity Selective 33.23% 37.05% * 
 Moderately selective 42.49% 38.91%  
 Inclusive 9.14% 11.71% * 
 Other selectivity 15.14% 12.33%  
High-impact activities Internship 65.73% 57.90% *** 
 Senior experience 43.55% 47.37%  
 Community-based project 30.97% 20.23% *** 
 Mentoring 24.58% 18.23% *** 
 Study abroad 20.25% 11.22% *** 
 Research with faculty 16.81% 17.24%  
Extracurricular activities Participated often 41.74% 43.88%  
 Participated sometimes 33.63% 33.82%  
 Never participated 24.63% 22.30%  
Major Social 44.22% 27.85% *** 
 Enterprising 27.09% 38.33% *** 
 Investigative 22.43% 27.47% ** 
  Artistic 5.13% 5.45%   
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. 
Source: NCES (ELS:2002) data.  
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Table 4 
College Experience Differences by Race/Ethnicity 
  ELS:2002 (n = 4,220) 
    White 
Not 
White 
Sig. Collegiate impact variables % % 
Level of education  Bachelor's degree 78.81% 82.46% * 
 Graduate degree 21.19% 17.54% * 
Institutional selectivity Selective 36.79% 29.36% *** 
 Moderately selective 42.41% 36.59% *** 
 Inclusive 7.44% 18.54% *** 
 Other selectivity 13.37% 15.51%  
High-impact activities Internship 63.35% 59.29%  
 Senior experience 47.16% 39.54% *** 
 Community-based project 26.72% 25.00%  
 Mentoring 21.53% 22.60%  
 Study abroad 18.34% 10.37% *** 
 Research with faculty 16.31% 19.02%  
Extracurricular activities Participated often 44.17% 38.30% ** 
 Participated sometimes 33.91% 33.13%  
 Never participated 21.92% 28.57% *** 
Major Social 37.31% 36.36%  
 Enterprising 32.21% 31.37%  
 Investigative 24.25% 25.76%  
  Artistic 5.07% 5.86%   
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. 
Source: NCES (ELS:2002) public use data. 
 
Significant differences among continuous college experience were also found by gender 
and race/ethnicity. An independent samples t test shows that females in the sample had a 
significantly higher GPA (M = 3.22, p < .001) than males in the sample (M = 3.07). Similarly, 
White graduates had a significantly higher GPA (M = 3.21, p < .001) than non-White graduates 
(M = 2.99). Additionally, non-White students borrowed significantly more in student loans (M = 
$31,462.59, p < .001) than their White peers (M = $28,121.35). The patterns of taking on student 
loan debt were also higher for females (M = $30,253.82, p < .05) than for males (M = 
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$27,316.62). Note that significance was tested using the log form of the student loan variable. 
These findings are consistent with prior literature reporting that racial minorities and females 
tend to take on more debt than their White and male peers (Kim, Chatterjee, Young, & Moon, 
2017). 
Socioeconomic differences were noted among the collegiate impact variables. Table 5 
shows that those who attained a graduate degree came from a higher socioeconomic background 
than those who did not (p < .001). College graduates who reported having an internship (p < .01), 
senior experience (p < .05), studying abroad (p < .001), and researching with faculty (p < .001) 
had a significantly higher SES in the base-year than those who did not. Additionally, graduates 
with a social major had a significantly higher mean SES (p < .01) than graduates with other 
majors. 
Table 5 
 College Experience Differences and t Tests by Socioeconomic Status 
  ELS: 2002 (n = 4,220) 
    Mean Dif. Std. Err. t Sig. 
Collegiate impact variables         
Level of education  Graduate degree 0.24 0.04 5.62 *** 
High-impact activities Internship 0.10 0.04 2.75 ** 
 Senior experience 0.08 0.04 2.16 * 
 Community-based project 0.02 0.04 0.41  
 Mentoring 0.05 0.04 1.14  
 Study abroad 0.39 0.05 7.97 *** 
 Research with faculty 0.17 0.05 3.53 *** 
Major Social 0.10 0.04 2.61 ** 
 Enterprising -0.03 0.04 -0.87  
 Investigative -0.08 0.04 -1.81  
 Artistic -0.07 0.07 -1.01  
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. Source: NCES (ELS:2002) data. 
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An analysis of variance (ANOVA) revealed significant socioeconomic differences 
between groups by institutional selectivity (F = 53.66, p < .001) and in the participation in 
extracurricular or intramural activities (F = 29.39, p < .001). Post-hoc comparisons revealed that 
the significance of SES differences among levels of institutional selectivity was attributable to all 
of the categorical combinations. Graduates of selective institutions had a higher SES (M = 0.36, 
p < .001) than those who attended moderately selective institutions. Graduates who attained a 
degree from a selective (M = 0.54, p < .001) or moderately selective institution (M = 0.18, p < 
.01) compared to an inclusive institution came from a significantly higher SES. Similarly, 
graduates of selective (M = 0.60, p < .001), moderately selective (M = 0.24, p < .001), and 
inclusive (M = .06, p < .05) institutions came from a significantly higher SES than their peers at 
institutions with other selectivity. All paired comparisons among levels of participation were also 
significant, with students from higher SES backgrounds tending to participate more often than 
those with a lower SES. The difference in mean SES scores of those who had participated often 
vs. never (M = 0.36, p < .001) was larger than that of those who had participated sometimes vs. 
never (M = 0.20, p < .001) or often vs. sometimes (M = 0.16, p < .001). See Table 6. 
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Table 6  
Socioeconomic Status Post-Hoc Test 
  ELS: 2002 (n = 4,220) 
    
Diff. 
Std. 
Err. 
t Sig. 
Collegiate impact variables         
Institutional selectivity  
    
 Selective vs Moderate 0.36 0.04 9.09 *** 
 Selective vs Inclusive 0.54 0.06 8.34 *** 
 Selective vs Other 0.60 0.06 10.55 *** 
 Moderate vs Inclusive 0.18 0.06 2.74 ** 
 Moderate vs Other 0.24 0.06 4.21 *** 
 Inclusive vs Other 0.06 0.08 0.83 * 
Extracurricular activities Sometimes vs Never 0.20 0.05 4.01 *** 
 Often vs Never 0.36 0.05 7.58 *** 
 Often vs Sometimes 0.16 0.04 3.80 *** 
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. Source: NCES (ELS:2002) data. 
 
 
The Variance of Job Satisfaction 
How do college graduates vary on their reports of job satisfaction at work? 
The first research question aims to identify if the level of reported job satisfaction appears 
to be different for the various groups included in the model. Additionally, it was important to 
understand how particular experiences relate to job satisfaction. First, the job satisfaction means 
for each categorical variable were calculated. Next, several analyses were used to explore 
differences in job satisfaction throughout the sample. For categorical variables, t tests 
(dichotomous variables) and analysis of variance (ANOVA) were used to investigate differences 
between groups. All descriptive analyses were completed on a sample of 4,220 graduates.  
The mean job satisfaction score differed by multiple variables in the model. These results 
are highlighted in Table 7. While males and females (M = 0.04) in the sample reported similar 
levels of satisfaction; more variance was noted by race/ethnicity. Hispanic students reported the 
highest mean job satisfaction standardized score (M = 0.15) followed by those who identified as 
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White (M = 0.07), Asian (M = -.05), Other race (M = -0.08), and Black (M = -0.18). In the 
workplace, those who had education–job match reported higher job satisfaction overall (M = 
0.20) than those that did not (M = -0.16). Similarly, those with a job that was related to their 
major in college had the highest mean job satisfaction (M = 0.35) followed by those with 
somewhat related jobs (M = -0.11) and unrelated jobs (M = -0.40).  
 
Table 7  
Job Satisfaction Means 
ELS:2002 (n = 4.220) 
Mean J.S. Mean J.S. 
Demographic variables   Collegiate impact variables 
Gender  Level of education   
Female 0.04 Bachelor's degree -0.01 
Male 0.04 Graduate degree 0.25 
Race/ethnicity  Institutional selectivity  
White 0.07 Selective 0.02 
Black -0.18 Moderately selective 0.06 
Hispanic 0.15 Inclusive 0.04 
Asian -0.05 Other selectivity 0.04 
Other -0.18 High-impact activities  
  Internship 0.09 
Workplace environment   Senior experience 0.07 
Education-job match  Community-based project 0.11 
Matched 0.20 Mentoring 0.18 
Not Matched -0.16 Study abroad 0.05 
Job-major match  Research with faculty 0.20 
Related 0.35 Extracurricular activities  
Somewhat related -0.11 Participated often 0.14 
Unrelated -0.40 Participated sometimes 0.01 
  Never participated -0.09 
  College major  
  Social 0.05 
  Enterprising -0.05 
  Investigative 0.16 
    Artistic -0.03 
Note. Weighted sample. Source: NCES (ELS:2002) data. 
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Among the collegiate experience variables, students who attained a graduate degree were 
higher in job satisfaction (M = 0.25) than those with a bachelor’s degree (M = -0.01). Graduates 
of moderately selective institutions (M = 0.06) had a slightly higher mean score than those from 
institutions with inclusive (M = 0.04), other selectivity (M = 0.04), and high selectivity (M =  
0.02). Reasoning behind lower reports of job satisfaction found among graduates of highly 
selective institutions has been discussed by Kim and Bastedo (2016) who concluded that these 
students have higher expectations concerning their post-college employment, which can 
negatively impact job satisfaction when their needs are not met. Variance was found between 
those who participated in high-impact activities and those who did not, with higher means for 
graduates who had participated in each activity. Mean job satisfaction scores also differed across 
activities with the highest mean scores associated with students who had participated in a 
research activity with faculty (M = 0.20), followed by those who indicated having a mentor (M = 
0.18), those who participated in a community based project (M = 0.11), internship (M = 0.09), 
culminating senior experience (M = 0.07), and studying abroad (M = 0.05). The frequency of 
participation also influenced the mean scores with those participating often reporting a higher job 
satisfaction overall (M = 0.14) than those who participated sometimes (M = 0.01), or never (M = 
-0.09). Finally, students varied by major with investigative majors rating higher (M = 0.16) than 
social majors (M = 0.05), artistic majors (M = -0.03), or enterprising majors (M = -0.05). (See 
Table 7). 
T-test results on the variation in job satisfaction ratings by dichotomous variables are 
detailed in Table 8. Among the demographic variables, White respondents had a job satisfaction 
rating that was 0.10 higher than non-White respondents in the sample (p < .05). In contrast, 
Black respondents reported a job satisfaction rating that was 0.24 (p < .001) lower than non-
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Black respondents in the sample. In the workplace environment, having education–job match 
yielded a 0.36 higher job satisfaction rating (p < .001). 
Job satisfaction differed among the college experience categories. Compared with 
graduates whose highest level of education was a bachelor’s degree, those who attained a 
graduate degree had a .26 higher score on the job satisfaction scale (p < .001). Among the high-
impact activities, those who participated in an internship (p < .001), community-based project (p 
< .05), mentoring (p < .001), or research with faculty (p < .001) reported significantly higher 
levels of job satisfaction (0.14, 0.09, 0.18, and 0.19 respectively) than those who did not 
participate. Two majors yielded significant results with enterprising graduates reporting a job 
satisfaction rating that was 0.14 lower than non-enterprising graduates (p < .001), while 
investigative graduates reported 0.16 higher job satisfaction than those who were not (p < .001). 
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Table 8  
Job Satisfaction t Tests 
  ELS:2002 (n = 4,220) 
Variable   Coef. Std. Err. t Sig. 
Demographic variables         
Gender Female 0.00 0.04 0.02  
Race/ethnicity White 0.10 0.04 2.17 * 
 Black -0.24 0.08 -2.93 *** 
 Hispanic 0.12 0.07 1.71  
 Asian -0.09 0.07 -1.36  
 Other -0.12 0.09 -1.32  
Collegiate Impact variables         
Level of education  Graduate degree 0.26 0.05 5.56 *** 
High-impact activities Internship 0.14 0.04 3.46 *** 
 Senior experience 0.05 0.04 1.20  
 Community-based project 0.09 0.04 2.17 * 
 Mentoring 0.18 0.04 4.13 *** 
 Study abroad 0.01 0.05 0.09  
 Research with faculty 0.19 0.05 3.94 *** 
Major Social 0.01 0.04 0.23  
 Enterprising -0.14 0.04 -3.27 *** 
 Investigative 0.16 0.04 3.71 *** 
 Artistic -0.07 0.08 -0.85  
Workplace variables         
Education-job match Matched 0.36 0.04 9.25 *** 
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. Source: NCES (ELS:2002) data. 
 
While there were no significant job satisfaction differences across levels of selectivity, 
ANOVA analysis revealed significant differences between groups in the participation in 
extracurricular or intramural activities (F = 11.16, p < .001) and job–major match (F = 143.53, p 
< .001) variables. Post-hoc comparisons revealed that the significance found in the participation 
variable was attributable to a difference in job satisfaction score means between those who 
participated often vs. never (M = 0.23, p < .001) and often vs. sometimes (M = 0.13, p < .001) in 
extracurricular or intramural activities. All paired comparisons among job–major match were 
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significant. The mean job satisfaction scores for those who had a job that was somewhat related 
vs. unrelated (M = 0.30, p < .001), related vs. unrelated (M = 0.75, p < .001), and related vs. 
somewhat related (M = 0.46, p < .001) were all significantly different and demonstrate the 
significant ANOVA findings as previously discussed (see Table 9). 
 
Table 9  
Job Satisfaction Post-Hoc Test 
  ELS: 2002 (n = 4,220) 
Variable   Diff. Std. Err. t Sig. 
Collegiate impact variables         
Institutional selectivity  
    
 Moderate vs Selective 0.04 0.04 0.92 
 
 Inclusive vs Selective 0.02 0.07 0.22 
 
 Other vs Selective 0.01 0.06 0.24 
 
 Inclusive vs Moderate -0.03 0.07 -0.39 
 
 Other vs Moderate -0.03 0.06 -0.46 
 
 Other vs Inclusive 0.00 0.08 -0.01 
 
Extracurricular activities Sometimes vs Never 0.11 0.05 1.92  
 Often vs Never 0.23 0.05 4.51 *** 
 Often vs Sometimes 0.13 0.04 2.92 ** 
Workplace variables         
Job-major match Somewhat vs Unrelated 0.30 0.06 5.23 *** 
 Related vs Unrelated 0.75 0.05 15.49 *** 
 Related vs Somewhat 0.46 0.04 10.49 *** 
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. Source: NCES (ELS:2002) data. 
 
Thus far, descriptive statistics have served to provide insight into the patterns of job 
satisfaction among employed graduates in the sample. While this preliminary analysis was 
essential to achieving a better understanding of job satisfaction, regression analysis allowed for a 
more accurate estimation of the relationship between the college experience variables and job 
satisfaction by controlling for all other factors in the model. Results from the regression analysis 
are presented in the next section. 
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Model of Job Satisfaction 
Controlling for all other factors in the model, does the collegiate experience, including 
academic, experiential, and financial experience, contribute to recent graduates’ job 
satisfaction? If yes, how? 
To address the second research question, a hierarchical multiple regression was 
completed in two stages. First, the weighted demographic variables were tested for significance 
in combination with variables related to the workplace environment. Next, the collegiate 
experience variables were added to the regression model using the same weighting method to test 
the collegiate impact on job satisfaction. Finally, the independent variables in the model of job 
satisfaction were checked for multicollinearity, and the variance inflation factor (VIF) analysis 
revealed no multicollinearity among the predictors. The standard multiple regression command 
for analysis with imputed data in Stata (mi estimate: regress) does not yield a model summary 
coefficient of determination (R2 value) directly. To obtain an adjusted R2 value for each model, 
the mibeta command was used with a Fisher’s z transformation in Stata (mibeta…fisherz). This 
process produced regression coefficients (β) for each independent variable in both models and 
the coefficient of determination (R2 value) for the first model, inclusive of demographic and 
workplace variables, and the second model, inclusive of demographic, workplace, and college 
experience variables.  
The model comparison process is not automated in the current version of Stata. Although 
an adjusted R2 value was produced for both models, completing the hierarchical multiple 
regression by comparing the nested model must be done manually. To accomplish model 
comparison, the Fisher’s z test was calculated manually to obtain the level of significance 
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between the first and second models. The calculation used to determine the significance of the 
change in R2 between the models followed the following formula: 
 
F = [( R²(S) - R²(F) ) / ( k(S) - k(F) )]/ [( 1 - R²(S) ) / ( N - k(S) - 1 )] where: 
R²(S) = R² from the second model  
R²(F) = R² from the first model 
k(S) = number of predictors in second model 
k(F) = number of predictors in first model 
 
Analysis of the first model suggested that the predicted level of job satisfaction is 
influenced by both demographic and workplace variables. This analysis indicated that Black 
graduates reported significantly lower job satisfaction than their White peers (p < .05). 
Compared to White graduates, Black graduates had a job satisfaction score that was 0.15 
standard deviations (SD) lower. Unlike the demographic variables, most of the variables related 
to the workplace environment were significant. Graduates who had a job that was somewhat 
related to their major had a job satisfaction score that was 0.27 SD lower than those with a job 
that was related (p < .001). Furthermore, those who had a job that was unrelated had a score that 
was 0.37 SD lower than those whose job was related (p < .001) controlling for all other variables 
in the model. Additionally, for each $1000 increase in earnings, graduates reported a .0005 SD 
decrease in job satisfaction (p < .01). This contrasts prior literature supporting the positive 
relationship between salary and job satisfaction (Liu et al., 2010; Parker & Brummel, 2016). The 
opposite was found for workplace resources where each additional resource led to a significant 
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0.09 SD increase in job satisfaction (p < .001) when controlling for all other variables in the first 
model. See Table 10 for more details.  
While the magnitude of significance and coefficients changed, the same demographic and 
workplace variables were statistically significant after the addition of the college impact 
variables in the second model. Controlling for all other variables in the model led to an increased 
significance in the finding that Black graduates were likely to report a 0.19 SD lower job 
satisfaction than their White peers (p < .01). The additional variables led to the finding that those 
who had a job that was somewhat related or unrelated to their major in college had a 0.25 and 
0.35 SD lower job satisfaction than those with a related job (p < .001). The impact of salary 
decreased with a .0004 SD decrease in job satisfaction for each additional $1,000 earnings (p < 
.05). The impact of workplace resources remained unchanged from the first model. See Table 10 
for more details. 
Among the college experience variables that yielded a significant result in the 
hierarchical regression analysis was level of education. Compared to graduates whose highest 
level of education was a bachelor’s degree, those who also completed a graduate degree reported 
a 0.09 SD (p < .05) higher job satisfaction when controlling for all other variables in the model. 
Selectivity also emerged as a collegiate factor that was related to job satisfaction. Graduates who 
attended an institution with other selectivity had 0.14 SD higher job satisfaction when compared 
to graduates who attended selective institutions (p < .01) when controlling for all other variables 
in the model. Evidence from descriptive analysis shows that while the mean job satisfaction 
among those who attended an institution with other selectivity (M = 0.04) was higher than that of 
those who attended a selective institution (M = -0.02); this difference was not significant based 
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on ANOVA. However, after controlling for all other variables in the model, the distinction was 
significant.  
Among the high-impact practices, participating in a research project with a faculty 
member outside of course/program requirements appeared singularly as a predictor of job 
satisfaction. Graduates who participated in research with faculty outside of the classroom 
reported a 0.14 SD higher job satisfaction than those who did not when controlling for all other 
variables (p < .001). Although students who reported having a mentor in college (M = 0.18) and 
those who participated in a community-based project (M = 0.11) had significant findings in the 
job satisfaction t test, these variables did not impact job satisfaction in the full model.  
In addition to the finding of which particular high-impact practice influenced job 
satisfaction, the frequency of participation while in college mattered to later job satisfaction. 
Among graduates included in the weighted sample, those who participated sometimes, but not 
often in extracurricular or intramural activities had a 0.09 SD lower job satisfaction score (p < 
.05). Similarly, graduates who never participated in extracurricular or intramural activities were 
likely to have a 0.21 SD lower job satisfaction when compared to those who participated often (p 
< .001).  
The final variables related to the collegiate experience that were significant predictors of 
job satisfaction include GPA and major. Each increase on the grade scale (e.g., B to A) led to a 
0.09 SD decrease in job satisfaction (p < .05). Enterprising majors and investigative majors 
reported a 0.10 SD and 0.08 SD lower job satisfaction score when compared to social majors (p < 
.05). Although t tests indicated that investigative majors had a significantly higher job 
satisfaction score (M = 0.16) than non-investigative majors, regression analysis revealed an 
opposite effect after controlling for all other variables in the model. 
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The first model resulted in an adjusted R2 of 0.307, indicating that 30.7% of the variance 
in job satisfaction was attributable to the demographic and workplace variables included in 
Model 1. The second model, accounting for the collegiate impact yielded an adjusted R2 of 0.319, 
indicating that 31.9% of the variance in job satisfaction was attributable to demographic, 
workplace, and collegiate variables. Moreover, Fisher’s z test indicates that the addition of the 
collegiate variables in the second model resulted in a significant change in the R2 value (F = 4.4, 
p < .001). 
  
89 
Table 10  
Job Satisfaction Regression Analysis 
 Model 1 Model 2 
ELS:2002 (n = 4,220)  Adj. R2 = 0.307 Adj. R2 = 0.319† 
Variable   Coef. Std. Err. Sig. Coef. Std. Err.  Sig. 
Demographic variables             
Socioeconomic status (SES) 0.00 0.02  -0.01 0.02  
Gender Female -0.02 0.03  -0.02 0.03  
Race/ethnicity Black -0.15 0.06 * -0.19 0.07 ** 
 Hispanic 0.07 0.06 
 0.06 0.06  
 Asian -0.04 0.06 
 -0.04 0.06  
 Other 0.00 0.07 
 -0.02 0.08  
Workplace variables             
Education-job match Matched 0.01 0.04  0.02 0.04  
Job-major match Somewhat related -0.27 0.04 *** -0.25 0.04 *** 
 Unrelated -0.37 0.05 *** -0.35 0.05 *** 
Earnings in 2011 ( log in $1,000s) -0.05 0.02 ** -0.04 0.02 * 
Workplace resources (Composite) 0.09 0.00 *** 0.09 0.00 *** 
Collegiate impact variables             
Level of education  Graduate degree    0.09 0.04 * 
Institutional selectivity Moderately selective    0.06 0.04  
 Inclusive 
   0.11 0.06  
 Other selectivity 
   0.14 0.06 ** 
High-impact activities Internship    -0.02 0.04  
 Senior experience 
   -0.01 0.03  
 Community-based project 
   -0.03 0.04  
 Mentoring 
   0.04 0.04  
 Study abroad 
   -0.01 0.05  
 Research with faculty 
   0.14 0.04 *** 
Extracurricular activities Participated sometimes    -0.09 0.04 * 
 Never participated 
   -0.21 0.04 *** 
Grade Point Average (GPA)    -0.09 0.04 * 
Major Enterprising    -0.10 0.04 * 
 Investigative 
   -0.08 0.04 * 
 Artistic 
   -0.05 0.08  
Student loan debt (log in $1,000s)       0.00 0.01   
Note. Weighted sample. *** p < .001; ** p < .01; * p < .05. † R2 change p < .001. Source: NCES (ELS:2002) data. 
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CHAPTER V 
CONCLUSIONS AND IMPLICATIONS 
 
 Increasing accountability in higher education has led to an increased interest in multiple 
measures of student outcomes (Kelchen, 2018). Among these is job satisfaction (Kim et al., 
2014). While the majority of students cite their intent to get a better job as a motivating factor in 
decision to go to college, an increasing number of college graduates state that their educational 
investments have not yielded any subsequent benefit. Existing research has not explained the 
extent to which college aids students and recent graduates in their pursuit to search for, attain, 
and maintain a “better,” more satisfying job. More specifically, this study explored the 
relationship between specific college experiences and job satisfaction. While the job 
opportunities available to students with a postsecondary credential are vast and in many 
instances better than those requiring less education, a college degree does not necessitate gainful 
or satisfying employment. 
 The intention of this study was to determine what colleges can do to impact the 
subsequent job satisfaction of their students. This study tested a newly developed comprehensive 
model of job satisfaction with variables derived from ELS:2002, a nationally representative and 
longitudinal dataset. The following research questions guided this inquiry: 
Q1. How do college graduates vary on their reports of job satisfaction at work? 
Q2. Controlling for all other factors in the model, does the collegiate experience, 
including academic, experiential, and financial experience, contribute to recent 
graduates’ job satisfaction? If yes, how? 
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 Prior research and theory were synthesized into The Integrative Model of Job 
Satisfaction. A number of scholars have investigated job satisfaction, a complex construct 
indicating the affective relationship an employee has with their employer, which is based on a 
number of factors. Still, a gap in the literature was found related to the formation of job 
satisfaction in college and among recent graduates. The conceptual framework in this study was 
created to address this gap by combining psychological theory (CSM; Lent & Brown, 2013) and 
economic theory (Utility Theory; Roberts, 1984). This interdisciplinary approach led to a review 
of the literature where a number of variables were found to be related to job satisfaction. The 
demographic, college experience, and workplace variables found to be related to job satisfaction 
were tested in Chapter IV on a sample of college graduates. This chapter first provides an 
overview and summary of these findings. This is followed by the implications of this study 
related to future policy, practice, and research. 
 This study relied on National Center for Education Statistics (NCES) data from the 
Education Longitudinal Study of 2002 (ELS:2002) (Ingels et al., 2014). The ELS:2002 survey 
aided this study in a number of ways. First, the longitudinal design allowed for the use of base-
year (2002), second follow-up (2006), and third follow-up (2012) data points, which were 
integral to the model of job satisfaction. Second, the information that ELS:2002 provides related 
to the college experience was found to be superior to other data sources for the purpose of this 
study. Third, the job satisfaction standardized scale created from ELS:2002 survey questions in 
the third follow-up yielded a dependable (Cronbach’s alpha = 0.90) measure of job satisfaction, 
the intended outcome of this study. Finally, ELS:2002 as a nationally representative sample of 
high school sophomores in 2002 who went on to complete a 4-year degree and were employed 
by 2012 allowed the findings of this study to generalize to traditional-aged college graduates.  
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 The data-cleaning phase of this study included several steps to ensure the accuracy of 
subsequent findings. After sample selection, variables were recoded according to the 
methodology espoused in Chapter III. An analysis of missing data in the sample resulted in the 
finding that data were not missing at random, which if not identified and addressed would have 
led to unreliable results in addressing the second, inferential research question. To further 
enhance the strength of the ELS:2002 data, multiple imputation addressed the issue of missing 
data found in 16 of the 20 variables associated with the model of job satisfaction. This allowed 
for the retention of several cases with missing data and led to a larger sample size of 4,220 for 
analysis. Analyses including cross tabulations, t tests, and ANOVA were calculated to describe 
the sample and how participation in college experiences varied. Similar descriptive statistics 
were calculated to address the first research question on the variance in job satisfaction. Finally, 
hierarchical multiple regression analysis was used to address the second research question. With 
demographic and workplace predictors tested in Model 1, and collegiate impact variables added 
to create Model 2, this method revealed the change in variance attributed to the impact that the 
addition of college variables had on job satisfaction. 
The final analysis of this study indicated that the collegiate factors related to job 
satisfaction include institutional selectivity, involvement in research projects with faculty, 
frequency of participation, academic achievement, and college major. Race/ethnicity emerged as 
the single demographic factor found to be related to job satisfaction when controlling for all 
other factors. Finally, the environment graduates find themselves in upon workforce entry 
influences their potential level of job satisfaction. Factors that were found to be related to the 
workplace environment include level of job–major match, salary, and workplace resources. 
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Summary 
The College Experience 
Descriptive analyses in this study identified differences in the college experience by 
gender, race/ethnicity, and socioeconomic status. Generally, females participated in high-impact 
activities more often than their male peers did. However, males tended to participate more 
frequently in extracurricular or intramural activities than females. Females outperformed males 
in college academic achievement and earned graduate degrees at a higher rate. Gender also 
played a role in the selectivity of institutions attended and college majors of graduates. White 
graduates in this study attended selective and moderately selective institutions at a higher rate 
than non-White graduates, who attended inclusive institutions or institutions with other 
selectivity more often. While White graduates reported participating more often in 
extracurricular or intramural activities than non-White graduates, the patterns of participation in 
high-impact activities varied for both groups. White graduates outperformed non-White 
graduates in college academic achievement and earned graduate degrees at a higher rate. 
Additionally, non-White students borrowed significantly more in student loans than their White 
peers. Graduates from a higher socioeconomic background participated in high-impact activities 
and participated in extracurricular or intramural activities more often than those from lower 
socioeconomic backgrounds. Socioeconomic status also played a role in the selectivity of the 
postsecondary institution attended and major selection. 
 
Job Satisfaction – Descriptive Analysis 
The descriptive results of this study revealed patterns in how the college experience may 
relate to job satisfaction. While findings on the relationship between level of education and job 
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satisfaction have been inconsistent (Fabbris & Martini, 2013; Liu et al., 2010; Vila & García-
Mora, 2005), the descriptive results of this study suggested that attaining a graduate degree may 
promote satisfaction. While significant differences were not found in the participation of all 
high-impact activities, graduates who participated in internships, mentoring, or research with 
faculty had higher job satisfaction than those who did not participate in the same high-impact 
activities. While prior research presented mixed results on the impact of participation in 
extracurricular activities (Kim & Bastedo, 2016), this study clarified the relationship by 
indicating the frequency of participation in extracurricular or intramural activities. Findings 
indicate that satisfaction increases with the frequency of participation. Differences in the level of 
satisfaction were found by major category, with investigative majors reporting significantly 
higher scores and enterprising majors reporting significantly lower scores. 
Preliminary analysis shows that demographic factors and the workplace environment also 
play a role in the development of job satisfaction. Males were found to have a higher mean job 
satisfaction score than females, but this difference did not withstand a test of significance. 
Similar to other studies (Hersch & Xiao, 2016; Kim et al., 2014), White graduates had higher job 
satisfaction than their Black and Asian peers. Consistent with studies on the impact of 
education–job match (Clarke, 1996; Fine & Nevo, 2008; McGuinness & Sloane, 2011) and job–
major match (Kim et al., 2014; Robst & VanGilder, 2016; Xu, 2013), descriptive results indicate 
that match was more often associated with a higher degree of job satisfaction.  
 
Job Satisfaction – Inferential Analysis 
This study revealed that demographic and workplace predictors of job satisfaction were 
consistently significant before and after controlling for the college experience. Consistent with 
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prior literature (Kim et al., 2014), Black graduates had a significantly lower job satisfaction than 
White graduates. While education–job match was no longer significant in the regression model, 
job–major match emerged as a significant predictor of job satisfaction. Graduates who were 
working in job that was related to their major had the highest level of satisfaction, while those 
working in an unrelated field reported lower levels of satisfaction. In this study, job satisfaction 
was found to decrease as earnings increased, which was not consistent with prior studies (Liu et 
al., 2010; Wolniak & Pascarella, 2005). However, as expected (Lent & Brown, 2006), an 
increase in the number of perceived resources at work was positively related to satisfaction. 
The inferential findings in this study were comparable to the current body of job 
satisfaction literature. This study has also extended the literature by deepening the understanding 
of post-college labor market outcomes. Several college experience predictors were found to 
impact job satisfaction when controlling for all other variables in the model. While institutional 
selectivity did not seem to play a role in job satisfaction in the descriptive analyses, significance 
was found in the hierarchical model. Students who attended an institution with other selectivity 
tended to have higher job satisfaction when compared to graduates who attended highly selective 
institutions. Participating in a research project with a faculty member outside of course or 
program requirements appeared as the only high-impact activity to significantly predict job 
satisfaction. Consistent with the descriptive analyses, satisfaction increases with the frequency of 
participation in extracurricular or intramural activities. Compared with graduates of social 
majors, graduates from enterprising programs were significantly less satisfied. Contrary to other 
studies (Xu, 2013), graduates in this study were found to have a negative relationship between 
GPA and job satisfaction after controlling for all other variables in the model. 
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Factors related to the college experience as a whole significantly contribute to 
understanding job satisfaction. Comparing the model with and without the collegiate variables 
through hierarchical regression analysis determined that the college experience plays a 
significant role in fostering the future job satisfaction of graduates beyond demographic and 
workplace variables alone.  
 
Implications 
Policy and Practice 
 This study found that the college experience had a significant impact on the job 
satisfaction of graduates. While increased attention has been focused on postsecondary 
institutions to be accountable for college gains and student success (Kelchen, 2018), job 
satisfaction has been overlooked as a labor market outcome of college graduates. Theory 
identifies college as a preliminary career stage important to the formation of job satisfaction 
(Lent et al., 1994) and indicates that students take more from the education when they are 
involved in both social and academic experiences (Astin, 1984). The results of this study suggest 
that these within-college experiences also matter to the job satisfaction of recent graduates. Job 
satisfaction may be used as an additional measure of post-graduation outcomes in combination 
with predominant metrics commonly used in higher education. Job satisfaction can be a 
temperature check regarding the quality of the relationship shared between employers and 
employees. Understanding the satisfaction of their graduates coincides with important 
nonmonetary rewards that a graduate faces upon workforce entry such as a potential skill gap 
that coincides with job–major mismatch or felt resources, which promote organizational 
performance, commitment, and decreases in maladaptive employee behaviors such as 
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depression, absenteeism, and tardiness (Thompson et al., 2013). As each institution has a unique 
campus environment, this study promotes the need for tracking nonmonetary student outcomes 
in addition to monetary outcomes at the institutional level to inform future institutional policy 
and practice. To accomplish this, higher education institutions can develop graduate surveys that 
include questions about job satisfaction, job–major match, and the collegiate experiences that 
aided the career development of graduates. 
Measuring job satisfaction is essential to institutional effectiveness, particularly among 
students graduating from career-aligned programs of study. Successful students who enter the 
workforce after graduation must have the skills necessary to search, obtain, and maintain 
employment that matches their skills, interests, and abilities. The current practice of tracking the 
employment and earnings of college students (U.S. Department of Education, 2015), tells only 
part of the story of graduates. Similarly, accountability efforts such as gainful employment are 
focused more so on the debt-to-earnings rates for students in qualifying programs (U.S. 
Department of Education, n.d.) than on the overall success of students in the labor market.  With 
a consideration of the market needs of where their future graduates will be working, institutions 
have the ability to make organizational and financial decisions on appropriate educational 
practices that match their mission to educate students and the broader workforce. As a result of 
increased expectations and increased stake in the cost of education, students must be afforded the 
opportunity to transfer the learned skills and earned qualifications they have obtained towards 
careers and experiences that they see fit.  
Formal and informal interactions with faculty should be provided and strongly 
encouraged. Respondents included in this study had a significantly higher level of job 
satisfaction when they participated in research projects with faculty outside of course or program 
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requirements, supporting the recent findings of Gallup-Purdue (2015). This suggests that 
students benefit from skill development such as technical skill development, exploring new 
discipline-specific content, and developing an in-depth understanding of research even after they 
have graduated and entered the workforce. While there is some evidence that support the value 
added by undergraduate research programs, Linn, Palmer, Baranger, Gerard, and Stone (2015) 
concluded that further investigation is needed to determine the best design that optimizes 
outcomes of such programs. The rise of accountability trends in higher education can afford 
institutions the opportunity and flexibility to create an environment where students are guided 
through the learning process based on the notion that Schreiner (2013) deems as thriving in 
college. For institutions that aim to improve the career development and associated outcomes of 
graduates, developing structured undergraduate research programs and a culture of participating 
in academic work outside of course or program requirements is supported by the findings of this 
study. 
In addition to providing opportunities for students in college, current and future students 
also need more information to better prepare for college and the workforce. In this study, 
institutional selectivity played a role in post-college job satisfaction. Kim et al. (2014) explained 
that the notion that attending a selective institution advances career opportunities for graduates is 
no longer true. In the present study, graduates of institutions without a selectivity classification 
reported significantly higher job satisfaction than graduates of selective institutions. 
Additionally, graduates of enterprising majors reported significantly lower levels of job 
satisfaction when compared to graduates of social majors. This type of information is not 
available to students in the college search and major selection process. Typically, attending a 
selective institution (Kim et al., 2014) and studying in an enterprising major, such as business 
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(Pascarella & Terenzini, 2005), is aligned with a higher salary on average. Students may be 
motivated by the prospect of monetary gains made possible by attending a certain institution or 
graduating with a certain major. However, this evidence from recent graduates supports the 
inclusion of the nonmonetary benefits of work, inclusive of job satisfaction, in the decision-
making process. Academic and career counselors in high school and college can support the 
holistic development of students by providing more information about how jobs differ not only 
in terms of the type of work that is completed and the anticipated earnings but also in the 
expectations, available resources, and trajectory typically associated with a given career.  
What matters for the overall satisfaction of college graduates is a strong congruence 
between field of study and post-graduation employment. College major, and job–major match 
were both found to significantly impact graduates’ job satisfaction. As such, an effective 
institution may be evaluated based on its ability to prepare graduates for rewarding, major-
aligned careers (Xu, 2013) or those that yield skills that can transfer across fields of study (Robst 
& VanGilder, 2016). Roksa and Levey (2010) offered the insight that institutional ability to 
educate students with needed skills directly translates to the effectiveness of a highly trained 
workforce. Additionally, colleges and universities must offer degrees that are aligned to needs in 
the current labor market. Students must be aware of not only what opportunities exist for them 
after graduation but also the context of employment in their chosen field. Opportunities to 
explore college majors and associated labor market outcomes should be available to high school 
students prior to their application to and enrollment in college. While in college, faculty and staff 
can provide career exploration and reflection activities that enhance college student awareness of 
how their college studies and experiences will relate to the workforce after graduation. 
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A contribution of this study is the finding that job satisfaction is not only dependent on 
participating in certain activities or not, but it is also influenced by the frequency of participation. 
Graduates who participated in extracurricular or intramural activities often reported the highest 
job satisfaction, which significantly differed from graduates who participated sometimes and 
from those who participated never. This supports and extends the finding of Gallup-Purdue 
(2014), which found that what matters most to college graduates is what happened in college, not 
necessarily which college they had attended. Extracurricular and intramural pursuits represent a 
wide range of activities that occur in colleges and universities. Each activity contributes to skill 
development, career exploration, and serves as a signal to employers (Kim & Bastedo, 2016). 
College administrators must be aware of the possible gains for students who participate and find 
ways to support participation that complements the academic experience. Students who are not 
inclined to participate should be made aware of the increased value of their education that 
participation adds. 
Students who access higher education are increasingly diverse in not only the aspects of 
socioeconomic status, race/ethnicity, and ability but also in how a new generation is challenging 
the traditional offerings of many postsecondary institutions (Turner & Thompson, 2014). Given 
the significant racial/ethnic job satisfaction differences found in this study, colleges and 
universities can play a role in identifying and providing additional support to subgroups that can 
benefit from additional support and resources that have been shown to promote post-graduation 
outcomes. These students need to be afforded the time and resources to identify and explore 
potential opportunities while still in school, not after graduation. Generally, collaborative efforts 
between high school and college counselors can help streamline the high school to college and 
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college to career transition process. Additional career exploration at an earlier stage may help 
students explore and identify appropriate institutions and majors while in high school. 
 
Future Research 
This study revealed that the college experience plays a role in the formation of job 
satisfaction. Results also indicated that the types of experiences graduates had in college differed 
by demographic factors. While there were no significant differences in the level of satisfaction 
between females and males, or by socioeconomic status, graduates differed demographically in 
their college experiences, including the types of college majors chosen. This study reinforces 
other calls for more investigation into the selection bias and gender differences that occur during 
major selection, which further impact post-graduation job satisfaction (Robst & VanGilder, 
2016). Given the significant finding between Black and White graduates, focusing on the 
underlying differences occurring by race/ethnicity can help increase understanding of this 
phenomenon. To do so, future studies may investigate the differential relationship between 
college experience and job satisfaction across race/ethnicity groups. Such an analysis could 
include a subgroup analysis to explore whether the relationship between college experiences and 
job satisfaction varies by race/ethnicity and test the interaction effect to understand if such a 
variation is statistically significant. 
This study found a relationship between institutional selectivity and job satisfaction. 
Specifically, graduates who had attended selective institutions reported significantly lower 
satisfaction than graduates who attended institutions with other selectivity. This is consistent 
with prior findings suggesting that graduates from selective institutions experience a decreased 
sense of job satisfaction after controlling for other variables (Kim et al., 2014). Other studies 
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have also pointed out that lower job satisfaction is found among minority graduates of selective 
institutions (Kim et al., 2014). This suggests that that additional research can focus on the 
variance of job satisfaction through the interaction effects of race/ethnicity and institutional 
selectivity to better understand if this is a product of demographic, college choice, workplace, or 
collegiate factors.  
Major selection is a complex individual process and one that ultimately impacts 
satisfaction in the job market. The results of this study showed that college major was 
significantly related to satisfaction. Additionally, job–major match predicted satisfaction. For 
those students who are preparing for job entry immediately following graduation, gaining an in-
depth knowledge of their intended field of entry has been shown to increase job satisfaction 
(Wolniak & Pascarella, 2005). Given this impact, more research may be conducted on the effects 
of major selection in job satisfaction to better understand the timing of career education. It would 
be helpful to determine if major selection should be discussed and supported in K–12 education, 
upon college entry, or as students near postsecondary graduation.  
Working with faculty on a research project outside of course or program requirements 
was related to job satisfaction in this study. Similarly, satisfaction increased with the frequency 
of participation in extracurricular or intramural activities. In addition to identifying whether or 
not graduates participated in certain activities, additional research can focus on the extent to 
which graduates engaged in activities while in college. Allowing scaled responses in future 
surveys can help determine how much participation in certain activities is needed to yield 
significant post-college gains. As the quality and frequency of participation in the high-impact 
variables included in this study was unclear, future surveys can promote a better understanding 
of the college experience by asking respondents to clarify the extent to which they interacted 
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with the campus environment. To ensure that college experiences and institution-level variables 
coincide with the postsecondary institution where students spent a majority of their time as a 
student, surveys like ELS can consider refining survey questions in future surveys.  
In addition to quantitative methods, there is room to develop this line of inquiry through 
qualitative or mixed methods research. What qualified as participating in mentoring may have 
been vague to ELS:2002 respondents. Similarly, the experience of participating in a career-
aligned internship with a supportive and engaging mentor may differ from an internship that is 
not academically or professionally stimulating. Interviewing recent graduates could identify the 
experiences embedded in each activity that relate to positive post-college outcomes. Examples of 
questions that may be answered by such research include: What was it about participating in 
research with faculty that promoted job satisfaction? Could it be the added challenge, academic 
engagement, or relationship building? Might there be job satisfaction differences for graduates 
who had a mentor that they met with regularly to talk about career development?  
This study did not find a significant relationship between student loan debt and 
satisfaction. While some empirical evidence suggested a relationship between debt and 
satisfaction (Kim et al., 2014; Lee & Sabharwal, 2016), the relationship was not significant after 
controlling for other college experience, demographic, and workplace variables in the present 
study. The debt variable included in this study corresponded to the total amount of postsecondary 
loans taken out. An additional variable related to the amount currently paid monthly toward 
student loan balance is available in ELS:2002 and can be considered in future research. Such a 
variable may promote the interplay between student loan debt and salary or debt burden and 
salary on satisfaction. Also yet to be examined is the extent to which institutions have 
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implemented programs that prepare students for the unintentional effects of loan repayment by 
increasing awareness of the labor market and career planning. 
Beyond the college experiences included in this study, there are a number ways to 
investigate the college experience, which can be considered for future research. Other activities 
identified as high-impact practices were not included in ELS:2002 data collection. Examples of 
activities that may be considered for future research on college experience and job satisfaction 
may include participation in first-year seminars and experiences, participation in living/learning 
communities, and institutional use of a common core curriculum (Kuh, 2008). As suggested by 
Mau and Kopischke (2001), there may be other experiences related to the transition from college 
to career, such as job search methods, that could also be included in future studies. Exploring 
career development and exploratory activities is supported by theory (Lent & Brown, 2013). As 
secondary quantitative data analysis is restricted to existing variables, future surveys can include 
such variables in data collection. Additional research in this area will help broaden the 
understanding of what colleges can do to promote post-graduation success for their graduates. 
Individual perspective in general could be related to job satisfaction but was not included 
in the study because such information was not available in the ELS:2002 data. Such is the case 
with self-efficacy, which is related to job satisfaction (Lent & Brown, 2013). Additionally, 
previous research and theory have both indicated a relationship between job satisfaction and 
overall life satisfaction (Rode, 2004). That is to say that whether or not graduates are satisfied 
with their job may depend on their perspective in general and satisfaction with other aspects of 
life (Lawler & Suttle, 1973). Johnson and Elder (2002) offer the finding that postsecondary 
credential attainment helps to secure the human need to have basic needs met, with less concern 
on job security and overall sense of security than their high school educated peers. As 
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aforementioned, there are important financial implications for higher degree attainment 
(Rothwell & Kulkarni, 2015); however, credentialing also coincides with psychological and 
emotional rewards and increases intrinsic motivation, which is an important implication for 
prospective students weighing the important decision on whether to continue their education or 
immediately enter the workforce (Johnson & Elder, 2002). 
Future research can focus on understanding the impact of recession-era graduation on job 
satisfaction. This study utilized data from ELS:2002 at a time when then high school sophomores 
who went on to college would be expected to graduate with a baccalaureate degree in 2008, 
assuming normal time to completion. It may be beneficial to consider the context of the 
workforce entry for many of the ELS:2002 respondents included in this study given their 
graduation and subsequent employment coincided with the Great Recession that occurred in the 
United States from 2007–2009 (Stone, Van Horn, & Zukin, 2012). Research could examine the 
impact of the recession on job satisfaction specifically and how the recession influenced college 
graduates generally. By using the same data source, prior and subsequent waves of the Education 
Longitudinal Study (ELS) may be used to compare findings across cohorts. Additional data 
collection efforts that could aid this line of inquiry include better understanding if reported 
satisfaction or other labor market outcomes are associated with a respondent’s first job or not and 
the year of graduation and workforce entry. 
Finally, future research is needed to examine post-college outcomes in a broader context. 
Job satisfaction is just one measurable outcome of college graduation. While it is important to 
consider a range of monetary and nonmonetary outcomes of college degree attainment (Conner 
& Rabovsky, 2011), monetary gains such as salary or social mobility are often at the forefront of 
conversations related to the outcomes of higher education. In addition to research on job 
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satisfaction, occupational prestige is another nonmonetary factor related to the post-college 
experience that impacts the “future career trajectory, work performance, and personal well-
being” of college graduates (Kim et al., 2014 p. 762). Still, if a college education is viewed 
primarily as a service to improve social mobility, Labaree (1997) argued that other outcomes of 
education, such as instilling a sense of civic virtue receive less attention. In addition to civic 
engagement, Arum and Roksa (2014) also identified the importance of social and cultural 
outcomes of college. Each of these categories represent significant aspects of the post-college 
experience that warrant additional research. While this dissertation has provided clarity in terms 
of how the college experience relates to job satisfaction, additional research efforts can inform 
policy and practice by better understanding how higher education adds value to the multiple 
dimensions of graduates’ post-college personal and professional lives. 
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APPENDIX 
  
Model Variables from ELS: 2002 and their Study Use 
Variable Origin Recoding Methods Used 
Outcome 
Job Satisfaction (F3JOBSATIS) Used in continuous form 
Demographic Factors 
Socioeconomic status (BYSES1) Used in continuous form 
Gender (BYSEX) 0-male*; 1-female 
Race/Ethnicity (five dummy variables derived from 
BYRACE) 
5 Categorical Variables 
Asian (0-no; 1-yes) 
Black (0-no; 1-yes) 
Hispanic (0-no; 1-yes) 
White* (0-no; 1-yes) 
Other (0-no; 1-yes) 
College Impact 
Level of Education (dummy variable created from 
F3TZHIGHDEG) 
0-Bachelor’s degree only* 
1-Graduate degree attained 
Selectivity (four dummy variables derived from 
F3TZDEG1SLC) 
4 Categorical Variables 
Selective* (0-no; 1-yes) 
Moderately selective (0-no; 1-yes) 
Inclusive (0-no; 1-yes) 
Other (0-no; 1-yes) 
High-impact activities: Internship (F3A14A) 0-no; 1-yes 
High-impact activities: Research project with faculty  
(F3A14B) 
0-no; 1-yes 
High-impact activities: Study Abroad (F3A14C) 0-no; 1-yes 
High-impact activities: Community-based project 
(F3A14D) 
0-no; 1-yes 
High-impact activities: Culminating senior experience 
(F3A14E) 
0-no; 1-yes 
High-impact activities: Mentoring (F3A14F) 0-no; 1-yes 
Extracurricular activities (three dummy variables 
derived from F2B18E and F2B18G) 
Participated Often* (0-no; 1-yes) 
Participated Sometimes (0-no; 1-yes) 
Never Participated (0-no; 1-yes) 
College academic Achievement (F3TZGPAALL) Used in continuous form 
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College major (four dummy variables derived from 
F3TZBACHL23) 
Artistic (0-no; 1-yes) 
Enterprising (0-no; 1-yes) 
Investigative (0-no; 1-yes) 
Social* (0-no; 1-yes) 
College Debt (F3STLOANAMT) Used in continuous form 
Workplace Environment 
Education-job match (dummy variable derived from 
F3B30A-B) 
Education-job match (0-no; 1-yes) 
Job-major match (three dummy variables derived from 
F3B31) 
Closely related* (0-no; 1-yes) 
Somewhat related (0-no; 1-yes) 
Unrelated (0-no; 1-yes) 
Salary (F3ERN2011) Used in continuous form 
Workplace resources (composite score created by 
combining the sum of Likert scale ratings from 
F3B25A-G)  
Used in continuous form (recoded) 
* Indicates reference category in multiple regression analyses  
